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ABSTRACT
Learner-centred education (LCE) has gained firm policy support for school education in 
India to change from the prevalent teacher-led practice to one in which the learner is 
actively involved. It has been suggested that this shift calls for new ways of teaching and 
learning. However, there is little published research on prevalent practices in Indian 
teacher-educators' classrooms in teacher-training institutes.
This small-scale case study seeks to provide insights into the learner-centredness o f a 
teacher-educator in her conception and practice and how a District Institute of Education 
Training (DIET) in India supports LCE as recommended by the National Curriculum 
Framework for Teacher Education (2009) and international discourse.
The research was ethnographically led with data collected from classroom observations, 
semi-structured interviews and a group discussion, and analysed thematically. The study 
was influenced by the theoretical framework provided by the Activity Theory that 
underlines the importance of interactions between the principal, teacher-educators, 
students, rules, facilities, systems, processes and environment at the DIET.
This research report provides a qualitative overview of the learner-centredness of a 
teacher-educator in her classroom by using a rubric tool developed for the purpose. The 
study found that while the teacher-educator's own beliefs and experience influence her to 
become a learner-centred teacher, the teacher education institute also plays a crucial role 
in influencing and developing her understanding of LCE in theory and practice. This has 
implications for the professional development of teacher-educators and systemic changes 
needed in teacher education institutes adopting LCE to develop learner-centred primary 
school teachers.
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1 AIMS and OBJECTIVES
1.1 INDIA'S CHALLENGES IN EDUCATION
When India resolved to provide education to all 6-14 year olds through the 2009 Right to 
Education Act, the urgent task was to tackle four major problems: access, retention, equity 
and quality (Raina, 2011). Since then, India has improved access by providing 95% of the 
rural population living in 826,000 habitations with a primary school within one kilometre. 
India has also improved school facilities (MHRD, 2000). Both of these improvements are 
believed to have resulted in achieving 96% enrolment of 6-14 year olds for the last five 
years (ASER, 2013). The second problem of poor retention still exists; 60% of children who 
enroll do not complete Grade 5 on average (MHRD, 2012) and no more than 40% succeed 
in entering Grade 9 (Lewin, 2011). Children drop out of school for many reasons, two of the 
main ones being lack of quality education and social and gender equity in classrooms.
These are complex, linked, systemic issues (Raina, 2011) and difficult to tackle.
Policy, institutions and teachers together play a critical role in defining quality in education. 
The Dakar Framework for Action listed quality among one of its six goals. The National Plan 
of Action for Education for All (MHRD, 2000) focused on 'bridging social and gender gaps in 
access to schooling and revitalizing teaching-learning processes' (Batra, 2009:2) bringing 
equity and different pedagogic discussions into education quality.
Teachers hold the key to the quality of education at the transactional level in a classroom, 
promoting learning processes so learning outcomes are achieved, especially with weaker 
students (Batra, 2009; Mincu, 2013). Enhancing teacher quality is intrinsically linked to the 
quality of teacher training programmes (Mincu, 2013).
1.2 NEED FOR LEARNER-CENTRED EDUCATION (LCE)
In the National Policy of Education (NPE, 1992), India adopted Minimum Levels of Learning 
(MLL) with the hope to improve the quality in education. This was influenced by 
behaviouristic thinking in that learning has a particular sequence and can be observed, 
predicted, measured and so planned and controlled. Learning at the primary level was 
planned, sequenced and monitored through achievement tests. This organisation of 
learning, in the context of developing India, offered hope fo ra  high degree of 
universalisation, in-built quality in the process, equity, reliability and control. It is this faith 
in quality being linked to measurable learning outcomes that is visible today across the 
country's schools (Sarangpani, 2010). But this method of delivery leaves teacher authority
intact, takes away both teacher and student agency and creativity (Raina, 2011; Sheshagiri, 
2013) and does not resonate with more contemporary interpretations of quality that 
depend on greater teacher-learner interactions with increased localisation. In the diversity 
of Indian villages and districts, this system has 'negate(d) the cultural and social location of 
the child, and also its historical knowledge system, thereby suppressing its identity' (Raina, 
2011:10). This has taken an extreme social and human form in India's schools. For many 
children from low castes, tribal groups, minorities, and first generation learners, school is 
reported to stand for authority, fear and indifference to learning. They are considered a 
burden in schools and subjected to humiliation and physical punishments usually by 
teachers from higher castes (Raina, 2011). Added to these are the often irrelevant content 
and subsequent boredom. For many children from illiterate families there can be a lack of 
family support because the families do not understand the pressures faced by the child at 
school. 'Social and cultural discrimination is therefore a major factor in the drop out 
phenomenon of Indian schools' (Raina, 2011:12-13). This brings pedagogy, content, process 
of education, nature of institutions and diversity in Indian classrooms to the heart of the 
quality debate.
Consideration of these factors led policy makers in India, in line with international policy 
shifts in education funding, to select approaches to learning inspired by constructive 
thinkers like Vygotsky. They adopted a learner-centred approach that accommodates the 
cultural and linguistic roots of the child, helping the learner to actively construct and 
assimilate knowledge into a larger knowledge system, rather than replace and substitute it 
by banking education where the students passively memorise the information the teacher 
provides (Hardman et al., 2008; Raina, 2011). For thirty years, from 1972-2002 many 
socially challenging issues were tackled in sixteen rural government schools in Madhya 
Pradesh known as the Hoshangabad Science Education Programme (Mukund, 1988). Its 
principles formed the basis of the National Curriculum Framework 2005 (NCF, 2005; Raina, 
2011).
1.3 POLICY CHANGES IN INDIA
After countrywide academic debate, the NCF (2005) adopted a constructivist LCE approach 
for school education. The NCF (2009) recognises 'the child as a natural learner, and 
knowledge as an outcome of the child's own activity' (NCF, 2005:12) and recommends the 
role of a teacher to be 'a facilitator who encourages learners to reflect, analyse and 
interpret in the process of knowledge construction' (NCF, 2005:19). The NCF (2005) re­
prioritised teaching to cover five tenets: connect knowledge to life outside school; shift
learning away from rote methods; enrich the curriculum beyond textbooks; introduce 
flexible examinations integrated with classroom learning; and nurture identity influenced 
by democratic concerns (NCF, 2005).
Teacher and school education are synergetic. Research shows that 'enhancing teacher 
quality is intrinsically linked to the quality of the initial and continuing teacher-education 
programs and such enhancement is vital if disadvantaged students are to succeed and 
disadvantaged schools are to progress' (Mincu, 2013:2). This led to the creation of a 
ground-breaking National Curriculum Framework for Teacher Education (2009) in which the  
role of a teacher-educator was recommended to be changed from an authoritative 
behaviorist mode to a more facilitative, process-based, constructivist, learner-centred 
mode (p. 52). Through such shifts in teacher education, it was intended that Indian teachers 
would be trained to use learner-centred methods in schools (NCF, 2005).
1.4 TEACHER EDUCATION AT DISTRICT INSTITUTES FOR EDUCATION AND 
TRAINING (DIETS)
Anticipating the increase in number of teachers, in 1986, the National Education Policy, in 
pursuance of education for all, sanctioned the creation of 571 District Institutes of 
Education and Training (DIETs) at the district level to train primary school teachers.
The important and enormous task of training primary school teachers was entrusted to 
teacher-educators at DIET centres. The changes in teacher-education pedagogy detailed in 
the NCFTE (2009) became the responsibility of the teacher-educators.
The NCFTE (2009) emphasises the importance of professional competence in teacher- 
educators to enable them to achieve intended objectives and quality pedagogical inputs. 
The little research about DIETs and teacher-educators paints a disquieting picture and 
points to an urgent need of a system overhaul, appropriate recruitment and development 
of teacher-educators. Most DIETs are dysfunctional. Some DIETs have just 20% staff 
capacity (Azim Premji Foundation, 2010:3; MHRD, 2012a:4). The secondary school teachers 
who are recruited often without choice to become teacher-educators face a huge career 
change when they are posted to a DIET. Few have the relevant experience and are not 
provided with appropriate professional development opportunities (Dyer, 2004).
1.5 CRISIS IN TEACHER-EDUCATION
Ten years after Dyer's research and three years after the introduction of the RTE and NCFTE 
(2009) there has been little evidence of improvement in teacher-educator quality or help to
experience or practice learner-centredness. Yet, the teacher-educators at the 529 
functioning DIETs are responsible for training student-teachers to become more learner- 
centred, as recommended by the NCFTE (2009). Literature suggests that shifting to learner- 
centredness, from the prevalent teacher-led education practice calls for new ways of 
teaching (Mtika and Gates, 2010). To be able to do this, the teacher-educator's own stance 
towards knowledge, student-teacher relationships, conception of learner capability and 
teaching abilities has to change. W hat are the lessons from research about LCE and its 
implementation? How ready are the teacher-educators and the DIETs to deliver? W hat 
support will they need for successful implementation in this gigantic task? Research 
literature about the Indian (and global) teacher-educators' classrooms, beliefs, 
interpretations, practice and development is scarce. It is an under-researched area 
(O'Sullivan, 2010).
This small-scale case study aims to contribute to this area by understanding how a teacher- 
educator's conception and practice relate to learner-centredness in her classroom and how 
she is supported to do this at a DIET.
1.6 RESEARCH QUESTIONS
The overarching research question in this study is:
How learner-centred is a teacher-educator at a DIET?
Leading from this, the three sub-research questions are:
•  W hat are the teacher-educator's conceptions of good teaching?
•  How learner-centred is the teacher-educator's practice?
•  How does the DIET influence the teacher-educator's learner-centredness?
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2 LITERATURE REVIEW
In this chapter, the literature reviewed will, taking the viewpoint of teacher-educators, 
introduce LCE and related education terms, describe the promise of LCE, identify 
considerations for the development of learner-centred teacher-educators and describe the  
evolving recommended roles for them. The review will explore ways to view degrees of 
learner-centredness. It will highlight the implementation challenges to learner-centred 
education, and finally touch on the advantages offered by the Activity Theory framework to 
better communicate the influence of the DIET on learner-centred activity.
2.1 LEARNER-CENTRED EDUCATION AND RELATED TERMS
LCE is considered a remedy for several social problems in the global North and South. 
According to Schweisfurth (2013), who has written widely on learner-centredness, cognitive 
psychologists claim that 'all learners need to engage with, and co-construct knowledge in 
order to experience deep and meaningful learning/ This social-constructivist interpretation 
of learning forms the core of LCE. Schweisfurth (2013:20) defines it as 'a pedagogical 
approach which gives learners and demands from them, a relatively high level of active 
control over the content and process of learning. What is learnt, and how, are therefore  
shaped by learners' needs, capacities and interests.' This definition does not account for 
the context and resources of learning, nor does it qualify deep learning, a cognitive aim for 
LCE.
O'Sullivan (2004:599) recommends a change in the term 'learner-centred' to 'learning- 
centred' education and defines this as the education which 'ensures effective learning using 
whatever activities, techniques and skills best bring this about within the realities in which 
the teacher works.' Vavrus (2009:310) recommends 'contingent constructivism' in which 
constructivist pedagogy is contingent on a number of contextual factors and recognises 'a 
broader range of pedagogical alternatives'. Johnson et al. (2000, cited in Sriprakash, 
2010:298) emphasises 'understanding pedagogic change through small steps to recognise 
the adjustments teachers can make within the systems in which they find themselves, 
whilst not denying the need for wider change'. In Indian schools, these contextual and 
contingent aspects have begun to be researched and are valuable in providing 
understanding of managing pedagogic change (Sarangpani, 2010).
Schweisfurth (2011) evaluated 72 articles that covered various aspects of LCE published 
over 30 years. Many of the articles Schweisfurth discussed described LCE but did not 
necessarily employ the term 'learner-centred'. Often, different but related terms were used
to describe techniques and outcomes that are essentially learner-centred. These terms are 
child-centred, student-centred, problem-solving, progressive education, enquiry-based, 
activity-based learning (Ravi and Rao, 1994 cited in O'Sullivan, 2004), Joyful learning or Nali 
Kali (Sriprakash, 2010) and more. Though all these are used interchangeably, they either 
have slightly different meanings or epistemological origins, or target learners.
One of the most enduring and most often used term in children's primary education is 
'child-centred education (CE). Though both CE and LCE have featured in Indian policy 
documents, CE is better known than LCE, in India. CE and LCE are conceptual frameworks 
with roots in behaviourism and constructivism respectively (Harmelen, 1998:2) but both 
share concerns for freedom, learner initiative, and learning through discovery. It is often 
assumed that LCE applied to a child is CE. In reality, CE preceded LCE. Against the 
behaviourist tradition, learning outcomes based on Bloom's levels and hierarchy of skills did 
not map to a child's learning development. Instead CE identifies different aims and 
objectives better suited for children's learning needs described by various educationists like 
Dewey, Montessori, Erikson and Kolbe and others. The framework of education remains in 
the behaviourist tradition in being learning outcome and objective based (Harmelen, 1998, 
Schweisfurth, 2012) but treats the child as a learner with unique learning needs different 
from adults (Harmelan, 1998).
Two other popularly used terms in higher education are 'student-centred' (SCE) and 
'problem based' (PBE) education. SCE is essentially LCE used with adults (Jordan et al.,
2013) where active learners are responsible for their learning and supported to be so. PBE 
uses 'collaborative, research-based investigations into real-life problems' (Schweisfurth, 
2013:9).
2.2 THE PROMISE OF LCE Vs. TEACHER-CENTRED EDUCATION (TCE)
LCE has gained extensive support from donor agencies, aid programmes, and human rights 
groups because it is seen to be inclusive, to socially promote individual aspirations, develop 
independence and critical thinking ultimately promoting democratic values contributing to 
national capacity (Schweisfurth, 2011). According to Vavrus (2009) International 
development organisations privilege LCE because they view teacher-education 
improvement as economically essential for developing countries in times where knowledge 
is capital. A political interpretation according to Tabulawa (2003) and others is that the aims 
of education in developing countries or colonies were focused on building skills, attitude 
and knowledge which were necessary for economic development. Now additionally neo-
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liberal democracy is also promoted. For this, LCE emerges as the natural choice for 
inculcating liberal democratic values.
National education across the world has been dominated by behaviourism and 
constructivism. Over the past two decades, developing countries have looked for an 
alternative that counters the drawbacks of teacher-centred education (TCE) associated with 
behaviourist legacies which are associated with fixed knowledge, dominant teachers, 
passive learners, a banking model (Schweisfurth, 2013), rote learning, fixed curricula, 
rewards, punishments and final examinations; in contrast, constructivism is essentially 
learner-centred, where learners learn through active construction and assimilation of 
knowledge, accept knowledge as multi-faceted, curricula are competency based, and 
continuous assessment takes place instead of final examinations (Chisholm and 
Leyendecker, 2008).
2.3 THE ROLES AND EDUCATION FOR TEACHER-EDUCATORS
It is widely accepted that developing countries and their donors (O'Sullivan, 2010) that 
trained teachers are critical to ensure quality primary education. However, the knowledge, 
experience and development needed for teacher-educators' roles is less understood. This 
under-researched area has only recently begun to emerge in the literature (NCFTE, 2009; 
O'Sullivan, 2010).
Murray and Mane (2005) report that the transition from teacher to teacher-educator is 
very stressful due to the uncertainty of the new professional role and inadequate 
knowledge causing a crisis of confidence. Most teacher-educators rely on their own 
experience to train and engage student-teachers and realise that they need new skills.This 
points to the need for customised teacher-educator development programmes. Yet 
literature reports mixed results from regular training programmes with reflective practices 
(McCabe and O'Connor, 2013). NCFTE (2009) ascribes this to a mismatch of teacher- 
educator qualifications and their job requirements, structural gaps and inadequate design 
of post-graduate programmes in education (NCFTE, 2009) in India.
2.4 PRACTICE GUIDELINES FOR TEACHER-EDUCATORS
Teacher-educators teach student-teachers who are adult learners to teach school children 
(O'Sullivan, 2010). Learning in adults and children follows very different principles of 
pedagogy and andragogy which teacher-educators need to be familiar with. Adult learning 
is individually oriented and life-centred (Knowles, 1980 cited in Tallent, 2012) as opposed to
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children's learning which is more subject-centred and starts with social rather than 
personal knowledge construction (Vygotsky, 1978 cited in Andrew, 2007:160).
Adult learners learn best when they know 'why' before they know 'what' they learn. They 
construct their own mental models to make sense of the world, refining these through 
learning. Life improvement is an intrinsic motivator to learn. These andragogy principles 
have implications for a teacher-educators' practice when planning LCE strategies to ensure 
effective learning (Tallent, 2012).
In LCE, the teacher-educator takes on a facilitator role instead of a controlling authoritative 
one. Both teacher-educator and student-teacher have greater responsibility for the active 
construction of knowledge and the proactive management of learning (McCabe and 
O'Connor, 2013). Student-teachers assume greater ownership of their learning while the 
teacher-educators carefully and creatively plan their teaching, with user understanding to 
meet student-teacher expectations and motivate them. This is done by fostering open, 
interactive realistic environments where peer interaction, group work, interactive lecturing, 
problem-solving with case studies, projects, seminars, research and hands-on activity can 
be carried out without fear of authority, marks and assessment. Teacher-educators are 
advised to design activities and assignments that help students to clear conceptual and 
subject understanding and also think, reflect, develop, evaluate and modify their 
conceptual frameworks (McCabe and O'Connor, 2013). With different forms of questioning, 
a learner-centred teacher-educator should be able to understand students' thinking and 
adjust instruction accordingly (Andrew, 2007; NCFTE, 2009).
Research shows that deep learning in LCE is influenced, among other things, by the teacher- 
educator's orientation, behaviour, clarity of purpose, assessment, and feedback (McCabe 
and O'Connor, 2013). Engaging with theory and field work through practicum courses when 
student-teachers engage with children, schools and their contexts also results in deep, 
active learning (NCFTE, 2009).
These teacher practices have been encapsulated in curriculum documents for school and 
teacher-training institutes. The NCF (2009) describes a process of learner-centred and child- 
friendly education with major shifts from TCE to LCE in their classrooms in Table 2.1.
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From
Teacher, centric stable designs
To
Learner centric, flexible process
Teacher direction and decisions Learner autonomy
Teacher guidance and monitoring Facilitates, supports and encourages learning
Passive reception in learning Active participation in learning
Learning within the four walls of a classroom Learning in the wider social context
Knowledge is a 'given' and 'fixed' Knowledge as it evolves and is created 
Multidisciplinary, educational focusDisciplinary focus
Linear exposure Multiple and divergent exposure
Appraisal, short and few Multifarious and continuous
Table 2.1: Major shifts from TCE to LCE (Source: NCF, 2005:110)
Following this, the NCFTE (2009) recommends a transformation of teacher-educator 
practices from the current dominant practice to a new process based practice in Table 2.2. 
Neither the NCF (2005) nor NCFTE (2009) explicitly use the term LCE but strongly 
recommend a pedagogical shift from TCE to LCE in the descriptors. Table 2.3 which outlines 
intended shifts in teacher-educator practices in India has been used in this study to develop 
a tool to qualitatively gauge a teacher-educator's learner-centredness.
Dominant (Current) Practice Proposed process for teacher education
1 Focus on psychological aspects of learners without 
adequate engagement with contexts. Engagement 
with generalised theories of children and learning.
Understanding the social, cultural and political contexts in which learners 
grow and develop. Engagement with learners in real life situations along 
with theoretical enquiry.
2 Theory as a "given" to be applied in the classroom. Conceptual knowledge generated, based on (learner) experience, 
observations and theoretical engagement.
3 Knowledge treated as external to the learner and 
something to be acquired.
Knowledge generated in the shared context of teaching, learning, personal 
and social experiences through critical enquiry.
4 Teacher-educators instruct and give structured 
assignments to be submitted by individual students. 
Training schedule packed by teacher-directed 
activities. Little opportunity for reflection and self- 
study.
Teacher-educators evoke responses from students to engage them with 
deeper discussions and reflection. Students encouraged to identify and 
articulate issues for self-study and critical enquiry. Students maintain 
reflective journals on their observations, reflections, including conflicts.
5 Students work individually on assignments, in-house 
tests, field work and practice teaching.
Students encouraged to work in teams undertaking classroom and 
learners' observations, interaction and projects across diverse courses. 
Group presentations encouraged.
6 No "space" to address students' assumptions about 
social realities, the learner and the process of 
learning.
Learning "spaces" provided to examine students' own position in society 
and their assumptions as part of classroom discourse.
7 No "space" to examine students' conceptions of 
subject-knowledge.
Structured "space" provided to revisit, examine and challenge 
(mis)conceptions of knowledge.
8 Practice teaching of isolated lessons, planned in 
standardised formats with little or no reflection on 
the practice of teaching.
School Internship -  students teach within flexible formats, larger frames of 
units of study, concept web-charts and maintain a reflective journal.
•The terms in parenthesis added by the author
9 Short training schedule after general education. Sustained engagement of long duration professional education integrated 
with education in liberal sciences, arts and humanities.
Table 2.2: Comparison of dominant practice and proposed new process of teacher education (Source: NCFTE 2010:52)
W hat makes LCE difficult to implement is that the changes teacher-educators make in their 
conception of knowledge, change in relationships between student-teachers and in their 
practice happen slowly and are not immediately observable or measurable.
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2 .5  V IEW IN G  LEARNER-CENTRED EDUCATION QUALITATIVELY IN C O N TIN UU M S  
The most interactive and participative techniques can become formulaic rather than 
learner-centred when they are legislated in a teacher-training institute as a standard to be 
followed by all teacher-educators (Cochran-Smith, 2004). e.g. Group activity can be 
completely controlled by the teacher-educator and applied as a formula without deep 
learning. Alternately, the teacher-led technique of lecturing can be interspersed with 
questions that infuse critical-thinking skills in students and so become more active and 
learner-centred (Vavrus, 2009). This lack of clear markers makes measuring learner- 
centredness in practice difficult.
The learner-centredness of a teacher-educator practice is difficult to quantify because LCE 
is usually described in comparison to TCE: both have the same descriptors but occupy 
different ends of the spectrum. So, a teacher can be described to be learner-centred on a 
continuum during a learning event by being described to be less learner-centred and so 
more teacher-centred (Gribble 1998 cited in Schweisfurth, 2013). Schweisfurth has tried to 
plot aspects of learner-centredness along a continuum, from less to more (Schweisfurth, 
2013) as shown in Figures 2.1 a-b.
Less LCE < -
Transmission
Authoritarian
Extrinsic learner motivation
Knowledge is fixed < |-
M ore LCE
Independent inquiry
Democratic
Intrinsic learner motivation
Kno wledge is fluid
Figure 2.1a LCE, technique, classroom relationships, learner motivations and knowledge as a continuum
Fixed curriculum Negotiated content
< ----------------------------------------------------------------------------------------------------- --------------- ----------------------------------------------->
Authoritative teachers Teachers as facilitators
Figure 2.1b Two central continuum (Figure 2.1 adapted from Schweisfurth, 2012:11)
Considering LCE along a continuum, student-teacher relationships either invite complete 
freedom or complete authoritarianism at either end of the spectrum (Figure2.1a). Here the 
teacher-educator's management of the class is crucial. In a learner-centred classroom, both 
teacher-educators and student-teachers need to set down rules together, own and follow  
them and learn to negotiate when needed. W ithout this, power can be abused, losing the
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opportunity to learn. W hether a teacher-educator perceives knowledge, as fixed or fluid, 
also decides the interaction in the classroom (Figure 2.1a). In LCE, the teacher is not the 
source of all knowledge because learning starts from the learner and not the teacher. 
Schweisfurth (2013) concludes this model along continua when she combines techniques 
with motivation and epistemology and arrives at Figure 2.1b. This means that every 
classroom would be learner-centred to a degree along each continuum showing that 
learner-centredness tends to change in different contexts and circumstances. Schweisfurth 
(2013) distilled the minimum conditions to identify LCE in Table 2.3.
Minimum standards 
for learner-centred education
Learning is engaging to  pupils, motivating them  to  learn 
Atmosphere and conduct reflect mutual respect between teachers and pupils. 
Conduct such as punishment and the nature o f relationships do not violate rights. 
Curriculum is relevant to  learner's lives and perceived future needs, in a language
accessible to them  (m other tongue except where practically impossible)____________
Curriculum is based on skills and attitude outcomes as well as content. These should
include skills of critical and creative thinking. ______________________
Learning challenges build on learner's existing knowledge___________________________
Dialogue is used (not only for transmission) in teaching and learning________________
Assessment follows up these principles by testing skills and by allowing for individual 
differences. It is not purely content driven or success based only on rote learning.
Table 2.3: Minimum standards for learner-centred education (Schweisfurth, 2013:146)
Schweisfurth's minimum standards of learner-centredness seem more oriented towards 
LCE for school children, lacking the emphasis on the four fundamental features espoused by 
McCabe and O'Connor (2014) for student-centred learning for adults: 'Active responsibility 
for learning, proactive management of learning experience, independent knowledge 
construction and teachers as facilitators' (p.351).
While Schweisfurth's discussion makes clear different components, practices and support 
registered for LCE around the globe, it does not detail aspects of individual practices. The 
same teacher-educator can be more or less learner-centred and use inquiry based, learner- 
centred activities as well as more formalistic methods depending on the subject and 
circumstances they teach.
The NCFTE (2009,Table 2.2) provides a culturally contextualised set of contrasts between  
LCE and TCE. Schweisfurth provides a culturally neutral standardisation of LCE and takes the 
contrasts further to suggest a continuum between the two practices. Both these concepts 
have been used in to create a rubric tool to assess the degree of learner-centredness of a 
teacher-educator (Appendix 4.1).
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2.6 CHALLENGES OF LCE IMPLEMENTATION
LCE is questioned for the complex challenges in its implementation (Thompson, 2013; 
Schweisfurth, 2011; O'Sullivan, 2004; Vavrus, 2009). While policy planners and evaluators 
often blame teacher-educators and teachers for LCE implementation failure, research 
shows all stakeholders have a part to play (Mtika and Gates, 2010). Policy and 
implementation plans regularly deny the magnitude of the task at hand. The political goal 
of being seen to achieve implementation increases the pace to a speed that practice cannot 
meet (Schweisfurth, 2011).
As access increases and enrolments grow (Vavrus, 2009; Batra, 2009) the need for trained 
teachers has gone up to about 1.3 million in the twelfth five-year plan for primary schools 
in India (MHRD, 2012). The lack of teachers contributes to overcrowded classrooms in 
schools with teacher-pupil ratios touching 1:61 in rural Uttar Pradesh, India (NCERT, 2005 
cited in Batra, 2009). In reaction to this lacuna, in India and other developing countries, the 
number of student-teachers has gone up from 50 per classroom to 200 in teacher-training 
institutes (DIET, Lucknow, 2014; Mtika and Gates, 2010).
The large class-sizes seriously effects teaching-learning quality. W ithout adequate LCE 
training or understanding, teacher-educators resort to conventional TCE (Lewin, 2000). 
Further, when LCE teacher-trainings do take place, LCE learning is usually abandoned in the 
face of TCE led institutional practices like centralised, fixed curricula, examinations, and 
inspections (Schweisfurth, 2011).
The cultural and social contexts factors differ greatly between countries resulting in a 
widely varied implementation of LCE (Vavrus, 2009; Tabulawa, 1997). LCE calls for major 
shifts in student-teacher power relations and teacher-educator attitudes that are shaped by 
their own cultural contexts and educational experiences (Schweisfurth, 2011).
In India, teacher-educators are 'ex-upper secondary teachers, who hold higher degrees but 
have no relevant practitioner experience' (Dyer, 2004: ix). This results in them being 
reluctant, non-understanding practitioners adopting a 'don't do as I do, do as I say' 
pedagogy' (Mtika and Gates 2010:400), often using one way lectures to teach their student- 
teachers LCE resulting in student-teachers not conversant with LCE practically.
2.7 APPLYING ACTIVITY THEORY
Constructivism is a learning theory based on which constructivist practice for teaching is 
being developed in different countries. Translating a theory of learning into one of teaching
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and practice is known to be extremely difficult (Richardson, 2003). The same holds for 
converting learner-centredness into practice. Research shows that many contradictions 
show up in a system changing from TCE to LCE (Vavrus, 2009). To make the change to 
constructivism from TCE to LCE, the leadership, faculty, student-teachers and different staff 
at the DIET and SCERT need to develop fresh constructs. Tracking connections of how 
different parts of the teacher-education institute influence a single teacher-educator's 
learner centred practice seemed a huge and difficult task through descriptive research. An 
appropriate theoretical lens could bring disparate elements together to explain the 
situation and provide a relevant perspective to the research.
Theoretical frameworks emerge from specific theories about human existence such as the 
functioning of organizations and are applied to specific environments (Trentu.ca, 2014). A 
framework is not essential to the research except that it provides a special perspective 
which helps to focus the research, integrate different data to provide a holistic picture or 
direct the analysis and offer insights, for example: social, economic, political, cultural or 
feminist or any other (Trentu.ca, 2014).
Cultural-historical Activity Theory (CHAT), also referred to as Activity Theory (AT), socio­
cultural theory and social constructivism (Yamagata-Lynch and Haudenschild, 2009) was 
initiated in the 1920s and 30s by Vygotsky and Leont'ev (1978, cited in Engestrom, 
2000:961) and later expanded by Engestrom (Roth and Lee, 2007).
Tools, M ediating Artefacts
O bject O utcom e  
(Prim ary school 
teachers)
Subject
(Teacher-educator, TE1) [Student-teachers)
Division o f labour 
(Roles)
Rules 
(o f the  DIET) C om m unity o f practice  
(Peer teacher-educators)
Figure 2.2: Teacher-training as a system (adapted from  Engestrom, 2000:962; 2007:377 and Concei^ao e t al, 2013)
CHAT is a theoretical framework used to analyse and understand human activities 
individually and socially, considering the context in which the activities are carried out. It is 
frequently used by educational researchers in higher and now adult education (Concei?ao
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et al, 2013). CHAT views the education system as a complex entity where relationships 
between an individual or subject, their communities of practice and the objects of their 
activities exist together and interact. The subject or participant is motivated to work 
towards achieving a goal with the object in the activity system. The subject brings a 
personal history and experiences to the activity system. The object can be material or 
psychological or even a participant in the activity, the transformation of which can be the 
goal of the activity. The subject utilizes a variety of tools and mediating artefacts (Concei^ao 
et al, 2013) in the activity to transform the object into an outcome. Material tools control 
physical processes; psychological tools control behavioural and cognitive processes of the 
individual, transforming psychological processes to higher functions. The outcome can 
encourage or stop the subject from participating in the activity (Yamagata-Lynch and 
Haudenschild, 2009). Each organization has its rules, and develops its own culture and 
enactment. Conceigao et al (2013) found that outcomes are impacted by the interactions 
between systems, available resources, expectations and perceptions. The community of 
practice is the group or organisation of which the subject is a member. The division of 
labour is the responsibility shared in the activity by the community.
In this research, the activity system is represented by the activity of teaching in a learner- 
centred way in the system at the DIET, the subject of the research; the teacher-educator's 
goal is to create a learner-centred student-teacher, the object of the research. The final 
outcome of the activity would be a primary school teacher who uses LCE. The peer teacher- 
educators, officials at the DIET and SCERT all form the community of practice at the DIET 
which runs with its own set of rules and history.
In this research the Activity Theory model has been heuristically applied to explain the 
situation in the DIET.
2.8 CONCLUSION
The literature provided the background to learner-centred education, clarifying broad, 
often contentious issues which make it particularly difficult to implement. Some of these 
are generic to all educational systems in India and developing countries like lack of schools, 
large overcrowded classrooms, and most important, lack of trained teachers. Some 
challenges are peculiar to learner-centred education. These are less visible like the 
epistemology of LCE, the specialised training it requires in teachers towards greater 
reflectiveness, openness, and creativity. Building equality, trust and mutual respect 
between teacher-educators and student-teachers is crucial. Particular to this research were
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ideas of how to assess learner-centredness and depict the complex inter-relationships 
involved.
Learning from the literature review clarified the issues, theories and practices related to a 
teacher-educators's learner-centredness. This knowledge has contributed to the research 
design and development of data collection tools which will be taken up in the next chapter.
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3 RESEARCH DESIGN, DATA COLLECTION AND ANALYSIS
This chapter describes the methodological approach of the research in four parts: the 
methodological framework; the data collection, planning and implementation; the methods 
and processes employed for data analysis and finally, reflections on the methodology.
3.1 METHODOLOGICAL FRAMEWORK FOR QUALITATIVE RESEARCH
3.1.1 Methodology
A qualitative, exploratory approach was adopted for this research. It started with 
unravelling and clarifying the complexities of learner-centredness (Hammersley, 2009).
The research sought to understand the 'complex inner perspectives of the people involved, 
to understand and document their points of view... produce much better explanations for 
their behaviour ...than the misconceptions generated by official accounts...and widespread 
myths' (Hammersley, 2009:37). This research study set out to reconstruct, from relatively 
unstructured data, the phenomenon of teaching in a DIET.
I considered two research approaches for data collection: ethnography and case-study. An 
ethnographic study was suitable since the research aimed to develop a holistic picture 
around the everyday life of a teacher-educator working at a DIET. However, project 
constraints of time and size did not permit this. Therefore a case study method was 
considered. I could construct a case study based on an 'insider view' of a teacher-educator 
in the complex but natural environment of a DIET. In case studies, participants can 
contribute to the research as respondents, informants or by expressing themselves, gaining 
a 'voice' in the research. In this study the participants would take on all three roles. Within 
the case-study it was possible to follow an ethnographically influenced approach (Wolcott, 
1988 cited in Ely et al., 1991) and complete the research within the stipulated time 
(Denscombe, 2003).
As a first time researcher I had difficulty in scoping the case study because learner- 
centredness seemed to be influenced by both the teacher-educator's own conceptions of 
teaching and the conditions at a DIET. 'A case may be an individual, an event, an institution 
or a whole national society' (Gomm et al, 2000:3). Since very little is known about the 
teacher-educator's pedagogy and practice in a DIET classroom, I chose to concentrate the 
research around the teacher-educator. The situation became clearer when I viewed it
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through the Activity Theory lens which helped me to heuristically understand how the 
teacher-educator's classroom practice was influenced by the context of the DIET.
3.1.2 The site for data collection
The first consideration for site selection was a functioning DIET with teacher-educators and 
student-teachers to enable a study of learner-centredness. A second consideration was a 
DIET which used Hindi over other regional languages as the language for teaching. I knew 
Hindi.1
3.1.3 Access for field work through a gatekeeper
The choice of the research location, gatekeeper and access are linked. Having decided on 
the kind of location, I needed to identify a gatekeeper to help me gain access for field work 
(Ely et al., 1991). My supervisor knew people in functioning DIETs in three Hindi -speaking 
states. Luckily, during an opportune visit to India, I was able to meet the principal of one of 
the three DIETs. In my conversation with her, I strived to persuade her that I was 
'sympathetic to and understanding of the goals of the setting and... (would not) ...disrupt 
the basic routine' (Ely et al., 1991:20). I discussed my project with her and secured her 
approval to research. Of the eighteen teacher-educators I met on the first day, only two 
were male. I think my being a woman also helped me in getting the principal's approval.
Not only that, I found by securing her approval, because of her authoritative position, I was 
also perceived by people at the DIET as a good researcher. This facilitated both contact and 
trust between the participants and me (Denscombe, 2003). In India, people are very 
hierarchy conscious and gaining the good opinion of figures in authority is important 
socially. This made me conscious, as a researcher, of the inputs I received from participants. 
I tried to ensure that power relations were kept neutral or in their favour (Ely et al., 1991), 
for example, I did not make it public that a few teacher-educators did not participate in the 
research after agreeing to, and being scheduled to do so.
3.1.4 Identifying the participants and planning the schedule
Of the participants in the research, one teacher-educator was the main subject of the 
research (TE1), four teacher-educators were TEl's peers (TE2, TE3, TE4, TE5) and the last 
was the principal of the DIET.
1 There are eight Hindi-speaking states in India covering 180,000,000 people (Agnihotri, 2010).
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The key teacher-educator was selected through opportunity sampling. Since I was not 
familiar with the working and rules at the DIET, before my data collection visit to India, I 
wrote to the principal to choose the participants for the research. I expressed my 
preference for TE1 to be one who also taught general pedagogy. The principal respected 
this and identified a teacher-educator based on her 'wide experience in handling teacher- 
education.' This meant that the selected teacher-educator was considered one of the best 
teacher-educators at the DIET. The findings for this study will be both enriched and limited 
by this constraint of an atypical teacher-educator at an atypical DIET.
Similarly, participants for the focus group discussion were appointed for me. A day before 
the discussion, I found none of the appointed TEs were available for it. Here again I 
employed random opportunity sampling by requesting four teacher-educators, from those 
present in the faculty room, to participate in the discussion.
3.1.5 Generalizability
This research is an in depth case study of the learner-centredness about a particular 
teacher- educator and does not set out to offer broad generalizable findings (Stake, 1995). 
However, the learning from the natural situation of the teacher-educator researched can 
be used to shape other similar research studies. The process followed in this research and 
interpretations can contribute to design studies about other teacher-educators in the same 
and other DIETS. Guba and Lincoln call this concept 'fittingness' which emphasizes 'the 
degree to which the situation studied matches other situations in which one is interested'
(in Hammersley, pp 186).
3.1.6 Ethical considerations
The larger ethical aim of this research project is to understand how to empower individuals 
to improve the processes of education with the knowledge revealed through research.
Every university in the UK has a committee that approves all research projects for the 
ethical considerations before commencing research. Protection of human rights and data 
has been legislated in the UK through various guidelines. The guidelines followed in this 
project were the BERA Ethical Guidelines for Educational Research in addition to The Ethics 
Principles for Research involving Human Participants at the Open University.
Approval for the research was obtained by submitting a preliminary project proposal along 
with an information leaflet, consent forms, and the data collection tools developed for the  
research to the University ethics committee. This process was very useful as it forced me
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to think systematically about my research and the well-being of the participants, before 
data collection.
During the research, care was also taken to avoid causing mental, social or professional 
harm to the participants by ensuring anonymity in the report, and respecting their wishes 
to withdraw from the research when they wanted, addressing them with respect, valuing 
their opinions during discussions and interviews and treating them as equals (The Open 
University, 2014).
Information about the research was provided to the participants through the information 
leaflet. Their consent was sought on the consent form asking for their permission to record, 
archive and publish their involvement, anonymously.
Consent was not always a simple affair. On one occasion a teacher-educator gave written  
consent to be video recorded during the classroom observation but the next morning, 
when confronted with a video camera on a tripod in her classroom, she withdrew this 
permission. She had no problem with the relative anonymity assured by an audio-recording 
but balked at the intrusive 'publicness' of a video recording. 'Consent must occur without 
duress or pressure' (Sheyvens and Storey, 2001:142), and this extends to the participant 
being free to withdraw consent. The teacher-educator withdrew from the research. Other 
ethical considerations are described during the research, as they took place.
3.2 DATA SOURCES: PLANNING AND COLLECTION
In choosing the methods for data collection, a multi-method approach was found to be 
more appropriate over a single method approach. The triangulation from this approach 
would provide rich multiple viewpoints necessary for understanding the influence of the 
different stakeholders and processes followed at the DIET. As Hammersley (2008) asserts:
'Checking other sources of information- both for the purposes of testing the validity of one's 
initial interpretation and to provide complementary information- is a routinely used practice 
in everyday life; and one that was incorporated into scholarly work ...long before the 
triangulation metaphor was developed. Given this, we should hesitate to reject it on 
philosophical grounds' (Hammersley, 2008:11).
It would be useful to investigate what generated similarities, differences or new viewpoints 
among the participants and arrive at a richer interpretation of the situation. This would be 
important for strengthening the findings of the research. The details of the data collection 
are given in the Table 3.1.
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Seq. of 
data
collection
Method Participant Kind of data to be collected
1. Open-ended semi-structured interview- 
Session 1: pre-classroom observation
TE1 (subject) Ice-breaker, TE ’s conceptions o f good practice
2. Classroom observation 1 TE1 (subject) TE's teaching practice as related to learner-centredness
3. Open ended semi-structured interview- 
Part 2: Post-classroom observation
TE1 (subject) Why the TE did what she did.
What were the other techniques she used 
What was her view of learner-centred education
4. Classroom observation 2 TE1 (subject) TE's teaching practice as related to learner-centredness
5. Open-ended semi-structured interview- 
Part 3: Post-classroom observation 2
TE1 (subject) Any further clarifications needed
6. Focus group discussion, starting with a 
projective test.
4 TEs (peers of 
TE1, Community 
of practice)
Peer group's opinions and information on learner- 
centredness, the teaching practices, norms, processes 
followed, conditions of work and development support at 
the DIET.
7. Open-ended semi-structured interview Principal of DIET 
(Community of 
practice and DIET 
Rule maker)
Evidence of institutional priorities of the DIET, the 
principal's understanding of learner-centredness, support 
provided to the TEs at the DIET
Table 3.1: The different data collection methods, the participants and purpose
3.2.1 Semi-structured Interviews
I planned to conduct face-to-face open-ended semi-structured interviews and audio-record 
them digitally.
'By asking people about their beliefs, attitudes, and actions, we can gain an understanding of 
how they see the world and therefore why they act in the ways they do/ (Hammersley, 
2 0 0 9 :5 1 )
Construction of reality, in this research, is a result of the interpretation of the two people 
concerned, more strongly of the researcher's since the participant's perspective is viewed 
'through the researcher's own distinctive worldview, attitudes and feelings, etc.' 
(Hammersley, 2008:38). Realising this, I tried to decrease this effect by listening to the  
teacher-educator's audio recordings later and reflecting more analytically on what she said.
Semi-structured interviews allowed me to control the flow and structure of the interview  
while asking open-ended, exploratory questions; giving space and opportunity to the  
interviewee to speak freely on issues important to me and the participant (Denscombe, 
2003). I was free to delve deeper to understand better what the participant valued.
With TE1,1 planned a pre-class observation interview to get acquainted, collect background 
information and capture the teacher-educator's conceptions of good teaching. The second 
post-class observation interview was designed to probe the intrinsic reasons for particular 
teaching practices observed in class, and more about learner-centred collaborative teaching 
techniques that were not carried out in the two classes I observed.
The principal's interview was planned as the last data collection activity. By this tim e, I was 
able to develop the right questions to understand the priorities and pressures on the DIET 
system, and the principal's views on different relevant issues.
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3.2.2 Classroom observation
Classroom observation of the teacher-educator provided evidence of how the teacher- 
educator actually taught in a classroom as against what the teacher-educator said in 
interviews. I observed the teacher-educator's practice over two one hour sessions.
'A second orientation that sometimes underpins qualitative research is concerned with 
finding out what actually happens in some situation, as against what people say happens, 
what people actually do rather than what they report they do, what they actually believe as 
against what they claim to believe' (Hammersley, 2008:38).
Finally, the observations did not go exactly as planned because the classroom was large but 
crowded, about 50 feet x 200 feet long and held about 160 students. There was no moving 
space except for an aisle which the teacher-educator used trying to reach all the student- 
teachers, with a microphone in hand. I hand-held the video camera instead of fixing the 
video camera on a tripod as planned, and shot the scene following the teacher-educator. I 
made sure I completed the field notes offline, the same evening, before I forgot details. On 
my request, the teacher-educator carried the audio recorder in her bag, during the first 
class. However, for the second class she refused, and preferred to deliver her lecture from 
one position at the front of the class with the audio recorder on the table. Maybe because 
of this the second of the two classes I observed was much less interactive than the first. A 
better option might have been to hook the audio recorder at the waist on the teacher- 
educator's sari. In India, women are used to carrying bunches of keys clasped at their waist.
3.2.3 Focus group discussion
Focus group discussions are also referred to as a sort of group interview (Hammersley, 
2009). These are valuable to gain in-depth information from a group of people to 
understand their reasons things exist or happen as they do and the reasons for peoples' 
opinions. In a group, people get stimulated to share things they otherwise might not 
(Hammersley, 2009:52). People in a hierarchy conscious society, like India, are very wary of 
this sharing. Other disadvantages were that the discussion might meander or some 
members dominate.
Though time was short, it was important to carry out a focus group discussion to 
understand how the other teacher-educators, peers of the main teacher-educator 
influenced her learner-centredness through their knowledge of pedagogy, learner- 
centredness and teaching strategies. It would also give a better understanding about the 
rules and environment at the DIET.
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The short time at the DIET did not allow me to build a rapport with the teacher-educators. 
To build a relaxed, safe atmosphere, I spent some time before the discussion answering 
their rather personal questions as honestly as I could. For the rest I decided to begin with a 
projective technique. I invited the teacher-educators to collaboratively build a story around 
a sketch of a fictional young teacher-educator (see Appendix 3.4) at a DIET, her work life, 
her decision-making, and aspirations. Projective tests, developed in psychology, based on 
the hypothesis that when respondents are faced with ambiguous stimuli, they project 
aspects from their personalities and lives onto the stimuli in order to make sense of them  
and imbue them with meaning. In doing so they reveal needs, wishes, information and 
conflicts (Zeepedia, 2014). I hoped the information collected would be insightful and a true  
description of the circumstances at the DIET.
The focus group discussion was conducted in spoken Hindi with smatterings of English, the 
norm at the DIET. I facilitated the story to keep it focussed on the research and ensure 
participation. The peer teacher-educators enjoyed building the story of the imaginary 
teacher-educator around the sketch presented to them. Some were used to building stories 
with their students. Though I controlled the flow of the story, the participants expressed 
themselves freely. There was a point in the discussion when the teacher-educators started 
talking about their own experiences instead of the imaginary teacher-educator's story and I 
took up on this, finally asking them direct questions. The final outcome was a transcript 
(See Appendix 3.4). A wealth of rich data was collected as a result of this discussion. Only a 
part of transcript that answered the research question was used. Perhaps the remaining 
data can form the basis for a subsequent report, beyond this thesis.
3.2.4 Using equipment and media for recording data
I audio recorded all data collection activities and videoed the classroom observations and 
the last two interviews as these provided rich data.
Both the audio and video recorders were very small, nondescript and efficient, attracting 
little attention to themselves visually. The quality of the final tapes was noisy with sounds 
of fans, the city, other conversations in the same room and the slightest noise on the table 
seemed amplified. Trying to understand how the recording could be improved the next 
time, after the research, I learned that an audio recorder, flat on the table, records the 
slightest sound relayed over the surface of the table. A small stand called a 'guerilla' tripod 
can hold the audio-recorder curled around table legs of a table, out of sight, instead of 
being placed flat on the table. This greatly improves recorded sound quality.
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I was well advised by a supervisor to switch on the audio recorder at the beginning of every 
interaction. People at the DIET got used to me doing this and later also using the video 
recorder. I photographed details o f class posters and the text on the whiteboard to get 
close-ups, to record details missed by the video recording.
Finally, the video recording o f the classroom teaching was especially useful as it captured 
rich information like no audio recording or field notes could. It caught the interaction 
between the teacher-educators and student-teachers, the ir body language and movements 
during the class.
3.2.5 Translation and transcriptions
Once the data was collected, both the audio and video files were transcribed to Hindi and 
also directly translated and transcribed into English. Transcription becomes a tool fo r 
analysis revealing patterns and 'correspond to a researcher's interests and what they see as 
the analytical potential o f their data, as well as the ir w ider beliefs and values' (Swann, 
2010:163).
Convert to English and Hindi 
transcripts in Unicode and 
tabulate with a unique name 
for convenient retrieval
Preparing data for analysis Analysing the data
Watch Video data
Listen to Audio data
Group transcripts 
according to themes 
and then sub-codes
Group themes according 
to research questions
Figure 3.1: Process follow ed for preparing data for analysis by coding and them atic analysis
3.3 DATA ANALYSIS: METHODOLOGY, TOOLS AND PROCEDURE 
The process o f data analysis involved bringing together data gathered through interviews, 
observations, and discussions, into tables and diagrams, to reveal patterns and stories 
leading to  explanations of the nature of things studied (Denscombe, 2007).
Data analysis methods include interpretation and analysis o f recorded talk and audio­
visuals in the form o f transcriptions for the ir meaning or perceptions of reality.
'Thematic analysis provides a flexible and useful research tool tha t can provide a rich, detailed, 
yet complex account o f data... in relation to the research question, and represents some level 
o f patterned response o f meaning w ith in the data set' (Braun and Clarke, 2006:78, 82).
Themes, in the transcriptions, were initially identified deductively (top down) as related to 
the research questions and derived from the Activity theory framework and the NCFTE 
(2009) Table 2.2. e.g Rules, Roles, Tools. Codes were added to themes, Tools: facilities: class 
size, Tools-cohort size. Many codes were derived from parameters for learner-centredness 
in classroom activities. A few new themes emerged inductively (bottom up) from the data
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and so were data driven e.g. Theme: Teacher conception, with code: good management. 
The themes and codes are shown in Table 4.1.
Table 4.1: Themes, codes and sub-codes used to describe the data collected
Theme Code Code with Sub-code
Teacher
conception
Active learning. Child centredness. Commitment, Facilitative, 
Good management, Interactive teaching, Learner-centred, 
Learning by practice, Motivation for adult learners, Open to  
learning. Relevant to life. Satisfy students. Subject knowledge
Teacher
practice
Knowledge is fluid, Knowledge is fixed; class discussion. 
Lecture, Real life link. Curriculum is fixed. Independent and 
group inquiry, Interactive teaching. Knowledge about 
students, Learner engagement. Whole class teaching
Collaborative work: Critiquing, Debate, Field 
work. Group presentation,
Group projects. Group work. Microteaching, Peer 
evaluation. Practice teaching.
Interactive teaching: Closed questions, Open 
questions. Metaphoric questions,
Body language. Movement, Student interaction.
Learner engagement: Encouragement, Related to 
real life. Relevance, Responsive to students, 
Mutual respect.
DIET
related
Learner motivation, Resources, Adult learners. Community, 
Environment, Facilities, LCTE, Learner motivation, NCF (2005), 
NCFTE (2009), Other work. Processes, Recruitment, Rules, 
School students, TE Development, Tools, TS quality
Facilities: Class room, W hite board, Microphone,
Rules: TE Recruitment, TS selection, Attendance, 
Examinations
To accommodate and correlate Hindi, English, and visual interaction along with codes and 
themes, the following form at (See Table 3.2) was adopted from a column layout Swann 
suggests for transcription of small group talk.
No. Hindi
transcript
Name of 
speaker
English
transcript
Further 
description 
(spatial, 
movements, 
gestures, etc.)
Them e + 
code
Research
question
answered
Notes
Table 3.2: Format for transcription (Adapted from Swann in Hurston et al (eds) 2010:163)
Using this format, quotations and descriptions supporting the themes and codes were  
identified, uniquely numbered for easy retrieval and sorted (See Appendix 3.5).
To understand how a teacher-educator applies learner-centredness in classroom practice, a 
rubric table was developed based on the NCFTE (2009) (Table 1.2), Schweisfurth's (2013) 
continuums (Figure l . la -b )  and minimum standards for learner-centred education (Table 
1.3). This tool (See Table 3.3, an extract) was designed to communicate, qualitatively, 
whether the teacher-educator's teaching practice was teacher-led (See descriptors in
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Column A l- l l ) ,  learner-centred (Column A3-13), or hybrid (Column A2-12). The full table is 
given in Appendix 3.6.
Table 3.3: Extract from  a rubric tool fo rm at created to represent a teacher-educator's practice
Extrinsic learner m otivation A m ix o f extrins ic  and 
in trins ic  m o tiva tion
Intrinsic learner 
m otivation
The teacher-educa to r delivers 
th e  to p ic  fo r  th e  day in class, 
w ith  no special e ffo r t to  
engage th e  student-teachers.
Teacher-educator 
delivers the  to p ic  in a 
fixed know ledge 
paradigm , engaging th e  
student-teache r w ith  
her techn ique, no t 
necessarily dep th  o f 
th e o ry  and co n te n t
Teacher-educator 
plans and delivers the  
lesson to  be engaging 
w ith  su ffic ien t depth  
o f th e o ry  and content, 
fo r  th e  s tudent- 
teachers
Language is d if f ic u lt o r fo re ign Language is subject 
o rien ted  and jus t 
understandable
Language is accessible
Examples, etc. are not 
re levan t to  lea rne r's  lives
Some examples, etc. are 
re levan t to  learners ' 
lives, some are no t
Examples, etc. are 
de libe ra te ly  chosen to  
be re levan t to  
learners ' lives
3.4 REFLECTIONS ON THE METHODOLOGY
3.4.1 Reflections on data collection
Reflecting back, I learned that the interview length must stay w ithin the attention span and 
convenience o f the participant and be no longer than forty-five minutes. The post­
observation interview needed to be done the same day else the teacher-educator's recall 
would suffer. I could sense the teacher-educator tiring out. I realised I had planned for too 
many questions and as a result left many unanswered as I tended to hurry into asking my 
next question w ithout giving due attention to what was being said. Listening back to the 
interview recordings, I see missed opportunities where I could have probed deeper. In 
future studies I would be better prepared with a more thorough literature review and 
fewer and more focused questions.
3.4.2 Reflexivity and research persona
'Research from interviewing has demonstrated fairly conclusively that people respond 
differently depending on how they perceive the person asking the questions.' (Denscombe, 
2003:169). I was very conscious that I needed to produce an account o f the teacher- 
educator and the DIET that was as close to a teacher-educators' understanding o f the 
situation, from the ir point o f view, and be as little influenced by my own experience.
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During the data collection, I realised that both the teacher-educator and student-teacher 
might behave unnaturally in the class showing procedural reactivity towards being recorded 
through a video camera and with personal reactivity to my presence as an observer 
(Hammersley, 2009). To keep this reactivity to a minimum, I decided to emphasise, in my 
research persona, my experience as a teacher, an academic and teacher-educator away 
from her family pursuing her PhD in UK. While acknowledging my differences, like coming 
from a university in UK and so being privileged, I would try to play them down. I planned to 
be one of them in dress, food, speech and general manners. Scheyvens and Storey (2003: 
100) believe that creating 'a good impression is indispensable to the successful completion 
of ...research programs/ During interactions, I shared some personal details about myself 
to make the sharing more equal, show trust to gain trust. I remained polite, listening, non- 
judgemental, neutral, and a peer.
Doing research in my own country, I was on familiar ground. This reduced misinterpretation 
but I had to be careful, too, that I didn't miss observing things due to familiarity.
3.4.3 Language
Working with two languages increased work when developing all the research tools. All the 
material was first developed in English, submitted to HREC for approval, then handwritten 
and translated into Hindi, sent to India for keying in, sent for review to another teacher- 
educator in India for cultural and technical correctness, changes made in UK and then India, 
printed in UK and finally copies of each tool made ready for the field. In future, I will either 
learn to key in Hindi or key Hindi in Roman script. Outsourcing transcription led to too many 
inaccuracies and misinterpretations that needed further rounds of corrections, which I 
carried out in Roman script. E.g.
cJSTHTl ^ £ 1  3T3T T?ld<rl cHl«»il #  Trld^ 8fT f  I Aap neeche aa jaen ya aap
vahin se... F^nfr Hjld<Tl 3fT qualification I" (Sfaf jj| TFf# 3TN^t define 3TFT
xffcrct category# 3TT# #1  ctfjtxr if  cfHRT £
3.4.4 Timing of the study
The data collection for the study took place in the first week of an annual academic cycle 
April 2014. The students who attended the classes I observed were a fresh batch. These 
were their first days at the DIET. The older more experienced batch were not available for 
classroom observation or interviews because they were on the field doing practice
39
teaching. To involve student-teachers the research must be done at a time suitable for 
them.
3.4.5 Reciprocity
I gave gifts to all the participants at the end of the research. Black (1979 cited in Scheyvens 
and Storey, 2003) argues against this as it confirms inequalities but I kept the gifts small and 
something the participants were unlikely to buy for themselves. In India it does not reflect a 
patronising relationship. It is a normal form of appreciation.
3.5 CONCLUSION
Having collected the data and transcribed it, I was ready to move onto analysing the data, 
and finding patterns and meanings in it and interpreting it to answer the research 
questions.
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4 DATA AND INTERPRETATIONS
The data was collated in three ways to answer the three research questions. Quotations 
from TEl's interviews and observations in the classroom were used to understand TEl's  
conceptions of good teaching. An overall picture of TEl's learner-centredness in practice 
was built using a rubric tool developed for the purpose, described in the previous chapter.
A diagram developed from the Activity Theory model was used to understand the different 
ways the DIET influenced the teacher-educator's learner-centredness. The interpretations 
obtained from these tools are discussed in this chapter.
4.1 WHAT ARE THE TEACHER-EDUCATOR'S CONCEPTIONS OF GOOD 
TEACHING?
Social contexts and culture shape the development of human beliefs, values and ways of 
acting.
'Teachers have clear objectives in their work that draw on a range of influences: their own 
schooling, their experiences as parents, pre-conceived understanding of teaching and 
learning, their own knowledge of the community they taught in and their religious beliefs. 
(Buckler, 2012:12)
Many of these influences and beliefs were visible during the interviews with TE1 along 
three tracks. These were TEl's early personal influences that inspired TE1 to become a 
teacher, followed by the TE's concepts of good teaching which were personal, 
epistemological, contextual and process-based (Thomas, 1997) and finally her formal 
understanding of CE, LCE and differences in teaching children and adults in a learner- 
centred way.
4 .1 .1  Personal influences
TE1, the main teacher-educator I interviewed and observed, always dreamt of becoming a 
teacher, a University teacher. She said, 'This was my dream since childhood- my passion'. 
When her marriage was arranged at 18, she saw her dream slipping away and insisted on 
being supported to complete her BEd. Professionally she practiced as a government 
secondary school teacher for 17 years and a teacher-educator at a DIET centre for the next 
16 years. 20 years after graduation she completed her MEd through distance learning.
TE1 talked affectionately about her favourite teacher. She admired her school principal, her 
'idol', for her personal interest in students, good administration, discipline and being able 
to live her life on her own terms. TE1 admired her English teacher for her passion and
sincerity. She found her teachers loving and encouraging, who taught concepts very clearly 
through lectures.
TE1 had strong personal and religious beliefs which were visible during the interviews and 
in her strong commitment to work and duty. After retirement in 2015, she wanted to 
continue in part-time work but was uncertain about her future. She ended saying, 'You live 
your life the best you can, the rest you leave to G od/
4.1.2 Conceptions of good teaching
TEl's personal beliefs played an important role in her conceptions of a good teacher. She 
rated high commitment and leading by example as the most important characteristics of a 
good teacher. She said:
'Number one is that the teacher should have her own commitment (emphasised). Whatever 
she says to her students, she should follow it in her life... She should not make false 
promises...Because you are building a student. A teacher is like God/ (TEllnt2-54)
Her comparison of a teacher to God reflects the seriousness with which she viewed her 
professional responsibility. The comment ascribes a moral responsibility to a teacher rather 
than an all-knowing one.
This belief was challenged in the current work situation at the DIET. Increased intake 
increased her workload and diluted her abilities to meet her work commitments as well as 
she would have liked. For example, when reviewing practice teaching she said,
'We have 200 students. Quite often I am not satisfied with their teaching, but have to rush 
through things, I OK the work and move on, because time is short' (TEllntl-296).
Her greatest source of dissatisfaction in her job was when she had to hurry through work
resulting in lack of quality. She said, 'In less time I will not be able to do the job
satisfactorily, I cannot understand how to do it, I need time to think' (TE lln tl-288). In the
end she resigned herself, 'I do all the work assigned to me, maybe not on a satisfactory
level, there is no question of not doing a job' (TE lln tl-292). Teaching well according to her
scheduled plan, was important to her.
'When there is more work, then the class often gets missed because I have to go on to the 
field. But, I do my classes with those students who are interested.... I have to satisfy myself, 
too.' (TEllntl:278-294)
In the process of planning her classes, she aimed at interactive teaching, engaging the 
students and motivating them to think critically. TE1 took on a whole class approach 
keeping her students active through closed, open and rhetorical questions, discussions and 
simple collaborative class activity. She did not believe in pointing out when a student was
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wrong. Instead she would counter question them or give them many answers. When asked 
what gave her the most joy in her work, she said, 'When ....my student-teachers ... ask some 
questions and I can satisfy them totally, then I feel very happy' (TE lln tl-278).
TE1 knew the backgrounds of her student-teachers and primary school students. She 
addressed her teaching to their needs and point of view. She used language familiar to her 
students. In fact, the topic of study in the class observations was 'Language use in the 
primary classroom'.
Epistemologically, the importance of satisfying her students made her aware that she did 
not have all the answers. This kept her open to new knowledge and also led her to embrace 
new technologies. When she could not answer a question she acknowledged she did not 
know. She admired her students as they were technologically smarter than her and more 
qualified and used this to find answers she could did not have, yet retaining the 
responsibility of providing the answers.
'Yes, I clear it up .... I don't have internet on my phone and I am not so expert in technology, 
my students are experts, I ask them to look it up immediately on the internet... and then I 
explain it. My children support me...Also, sometimes I am not satisfied with the Internet, then 
I look for more studies, or consult an expert on the phone, from my contacts, and I clear it up' 
(TEllnt-59).
The subject expertise TE1 acquired through her school, BA, BEd and MA followed her 
through life at the DIET. She taught the subjects she graduated in like Geography, Sanskrit, 
English, Hindi, Psychology and Teaching Methods. She was proud of her command over 
Geography. At the DIET she was the subject m atter expert. While she attended short 
workshops in her career and rich on-the-job opportunities to learn, there was no planned 
up gradation of knowledge.
Interested in her conception of CE and LCE related to the study, I asked her specifically 
about these concepts.
4.1.3 Conceptions of child-centred education
TE1 learned about child-centred education (CE) during her B.Ed. training in 1981. For her,
CE catered to different kinds of children's learning needs based on the learner's social 
background, intelligence, conceptual weaknesses, and special physical or mental needs. In 
the BTC programme, child-centredness was taught as part theory on child psychology. 
Though TE1 was aware of its importance in the RTE, she did not show a clear conception 
about it.
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Child-centred education
(TE lln t2-196-218)
R: You have heard the term Child-centred?
TE1: Yes, w e  give ch ild-centred education.
R: W hat is the meaning o f child centred?
TE1: That is w ha t the  child w ill need (unclear)
R: W hat do you mean by child-centred?
TE1: By ch ild-centred we m ean...when our (te a c h e r- 
s tudent w ill go to  teach ch ildren he w ill have to  see 
w ha t is the  need o f th e  child. If the  child is in te lligen t, 
so w e w ill have to  teach him  accordingly. If the  child is 
weak, w e w ill have to  teach him  accordingly. If th e re  is 
any special need then he w ill have to  be taught 
accordingly, so th a t we can explain th a t concept to  him 
w ell. This is child-centredness. It is based on need, 
based on th e  mental level o f th e  child, physical 
p roblem s, w hich society he is from . Looking at all this, 
we need to  teach the  child.
R: Physical and m ental needs and societal needs?
TE1: OK, yes.
R: So, then how do you teach your students?
TE1: No, w e have a w ho le  course, a w ho le  paper in 
child psychology, theore tica l paper w hich children 
(teacher-students) have to  study. So, in child 
psychology w e teach a s tudent abou t how  he should 
handle a child is in the  course. It is in our curricu lum .
R: Then, this is not an emphasis in each subject?
TE1: Yes, in child psychology. It is in th e  second 
semester. The com plete psychology o f a child is
studied in th a t sem ester and accordingly you have to  
teach. It can be any subject. W hen we have 
understood the  child then  we w ill teach any subject 
accordingly.
R: It  is taught only in child psychology. When did you 
firs t learn o f this term  'child....
TE1: Child-psychology?
R: No, child-centred?
TE1: Child-centred education? In in te rm ed ia te  when I 
took up Education and studied it  then.
R: Do you fe e l th a t when you were studying, then 
child-centred psychology was used?
TE1: Use...Lecture m ethod was there, but the  a tten tion  
on the  child was no t applied so much. E ffort was going 
in to  it bu t no t regularly, like now  it is being done.
R: So, recently when did you realise the emphasis on 
this?
TE1: No, I was clear on it since In te rm ed ia te  because I 
had learned child-psychology...
R: You said recently..
TE1: Recently it is being emphasised, in Right to  
Education. There is a lo t o f emphasis on th is since Right 
to  Education. But th is  has been the re  always, (gets 
distracted by some noise at the  door) W ho is doing 
w ha t here? (calls o u t loudly) Open th e  door, it is open. 
W hat is it? Come, the  door is open, (the door creaks 
loudly and bangs.).
Appendix Box 4.1: In terview  extract o f TE l's  conception of child-centred education
4.1.4 Conception of learner-centred education
LCE was new for TE1. When asked about what LCE meant, she tried connecting it w ith her 
existing knowledge. She guessed it was about centres of learning, or the same as child- 
centred pedagogy, finally admitting she did not know what LCE meant. To her credit, it is 
not a term that is used in any policy documents in India except two times in the NCFTE 
(2009). Learner-centredness is referred to teacher education which is redesigned to focus 
on the learner or 'provide a greater 'space' for the personal, social, professional 
development o f the teacher....bringing the learner's own experiences centre-stage' (NCFTE, 
2009:24, 42).
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Learner-centred  Education
(TEl I n t2 -2 19-231 )/ Check (TE11 n t2 -196-218)
R: There is now a new term called learner-centred. Have 
you heard it?
TEl: Yes, learner-centred.
class, we will understand them better, what they want to 
know. The amount we take questions from them, in 
accordance we will fulfill them. This is the best way.
R: So, what do you understand by learner-centred? 
TEl: By learner centred we m ean..like for our students,
R: To question them?
TEl: Yes, with questions we can understand how to deal 
with which level of student.this is a learner centre. They are learning here so this is a 
learner centre. And for the para-teachers, the Block is the 
learner centre. They have to come there (for learning). R: This will apply both to small children and older 
students?
TEl: For small children it will be a little different. Fora 
small child we will have to make such a thing...that he will 
work on it a bit, self-learning materials will have to be 
handed to the child, according to the mental level. 
Because (the child) with high mental level has very fast 
learning, but the one with less (intelligence) we have to 
ready material differently fo r him.
Learning standard is learner-centred. Other than this, then 
I don't know, (sounding a little on edge) If it is something 
else then I don't know. For us learner centre is where the 
child will learn.
R: Centre? No. In teaching pedagogy?
TEl: Is learner-centred and child-centred the same thing? I 
think there is no difference between the two. Depending 
on the interaction, how much we make them active in
Appendix Box 4.2: In terv iew  extract of TE l's  conception o f learner-centred education
4.1.5 Differences in conceptions in teaching children and adults
According to TEl, teaching adult student-teachers was d ifferent from teaching children.
She believed that learning by doing, by play, through activities and practice was done w ith 
both children and adults. W ith children, the emphasis was on play and activities were 
greater, and w ith adult learners the emphasis was more on practice. According to  the 
teacher-educator, school children needed to be taught content whereas the student- 
teachers already knew subject content and needed to be taught how to teach the content 
to primary school children. This made practice very important for the student-teachers. The 
teacher-educator also emphasised that both the student-teachers and school children 
would only learn if they were interested, so a teacher-educator's job was to understand 
what interested them. One way she suggested for student-teachers was to ask them to 
teach a topic and then suggest how it could be taught better. The NCFTE (2009) emphasises 
the need fo r teacher education institutes to  demonstrate understanding of how adults 
learn.
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Differences in teaching children and adults
(TE llnt2-247-249-261)
R: So, fo r children it is learning by doing but older 
students can learn on their own?
TEl: Yes.
R: So, abstract learning happens?
TEl: Yes. Learning by practice, learning by doing, learning 
by activities, learning by play. We can give activities to  
them in the form of play. So, w ith small children we need 
to  apply all this. This is the difference between small 
children and older children (students). We will not do all 
this here. We will do activities, but fo r children we need 
many activities, we need play, doing, we need to involve 
them in all these, then small children learn.
R: So, fo r older students you are saying learning by 
practice, is what you are saying?
TEl: Yes, learning by practice.
R: Your students are adults, right?
TEl: Yes, adults.
R: So, to teach them, what is the difference from  
children?
TEl: Look, fo r small children you need to tell everything. 
This could be alphabets, writing, reading, small children 
need to  teach everything new. These children (teacher- 
students) don't need to  be taught anything new. They have 
come having studied subjects. These need to  be taught
subject related content should be taught to  young 
children. This has to be taught here. So, here practice has 
great importance.
R: How do you motivate your adult students?
TEl: We learn about the ir area of interest. And then we 
add it to  this. If you have come into this work, then to  
teach this topic what will you do? We will ask them this. 
They will tell us and then we will add our suggestions. If 
you do this this way, it will improve. First we will need to 
understand the ir area of interest.
R: Area o f interest is important?
TEl: Yes, area o f interest is very im portant because we 
cannot force them to  learn. Small children can be made to 
sit in class, but if we don't see the ir area of interest then 
they will not sit in class.
R: But 90% attendance is mandatory.
TEl: W ith attendance (energetic once more) they may not 
attend the class. They w ill keep roaming around the 
campus, and not come into class.
R: Is attendance taken in each class?
TEl: First it was there, but since we have this (electronic) 
system, now attendance is not taken before every lecture. 
This was the case earlier. We had to  take attendance 
before every lecture. Now tha t does not apply.
Appendix Box 4.3: In terview  extract o f TE l's  conception o f differences in teaching children and adults
4.1.6 Alternate, traditional system of beliefs
TEl held traditional beliefs which she shared w ith her grandson and in an interview. There 
are no instances o f these in the classes observed except when she likened a teacher to God 
in the first interview.
Appendix Box 4.4: In terview  extract showing TE l's  trad itional beliefs
Alternate, traditional system of beliefs
T E l :  ...You canno t teach p rim a ry  school ch ild ren  also by 
fo rc ing  th e m , u n til you d o n 't create an in te re s t in th e m . 
For an exam ple w ith  m y grandson, I w ou ld  te ll h im  to  o ffe r 
w a te r to  th e  sun and concen tra te  on th e  sun. Doing th is  
confidence increases.
R: On th e  sun...?
T E l :  I believe confidence increases w hen you o ffe r  w a te r 
to  the  sun, I believe th is  since ch ildhood...
R: By o ffe rin g  w a te r to  th e  Sun?
T E l :  Since he was a child, I to ld  h im  m any tim es. Then one 
day I called h im , I m ade h im  sit dow n, and I expla ined him  
w h a t th e  reason was. (audio unclear). See the  dream  is 
(sapna n iyam a t h a i) ....
R: So, w h a t happens if  you o ffe r w a te r to  the  Sun?
T E l :  No, as such noth ing  happens, b u t the re  are so m any 
planets, th is  is th e  on ly  p lane t w ith  life, w he re  man lives,..
has taken b irth . In th a t w ith  th e  ro ta tio n  and it is because 
o f th e  sun th a t w e have w a te r, w ind , vanaspati. If you 
read th e  Vedas, then  in th e  Vedas th e re  is nature  w orsh ip, 
th e  Vedas are fille d  w ith  verses abou t nature, it is nature  
th a t has given all, i f  we do n o t w orsh ip  it then w ha t do we 
w orsh ip . This is in Indian m ytho logy.
R: It's  very nice.
T E l :  So, I always jo in  it. W here do you find  th is?  In class, 
w hy  is th is, w hy  is th is  no t like th is , I d e fin ite ly  question  
them . U ntil you do no t give a firm  fo unda tion  (by asking) 
W hy? W hy is th is  like th a t?  (And th e n ) com e to  the  
reason. U ntil th e re  is no reasoning, un til it  is logical, the  
child is n o t w illin g  to  listen to  you. ..Children have m any 
questions and ti l l  you keep giving th e m  answers, you see 
how  th e  learn ing increases, goes faster.
4.1.7 Reflections on analysis: Conceptions of good teaching
TEl was determined to  become a teacher. Hearing her talk about it, and later watching her
teach, it was apparent she enjoyed it. TEl was a committed teacher-educator who believed
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in leading by example, teaching interactively and satisfying her student-teachers. She was 
open to new knowledge and technologies. She expressed the importance of keeping her 
students interested. She believed in using varied teaching learning techniques which could 
be individual or collaborative. Two main classroom teaching techniques were 'interactive 
lectures and whole-class activity/ She worked within the curriculum. Her ownership of 
knowledge was high. She was proud of her good grasp of the subjects she taught. She had 
strong alternate traditional beliefs.
Child-centredness, for her, was about pedagogical concepts for children which were taught 
separately as part of a theoretical paper on child psychology, in accordance to the 
curriculum. She did not have a clear understanding of learner-centred education, for 
children or adults.
4.2 HOW DOES THE TEACHER-EDUCATOR
APPLY LEARNER-CENTREDNESS IN CLASSROOM PRACTICE?
For analysis of the second research question, the rubric tool graded parameters of LCE in 
terms of motivation, engagement and mutual respect, conceptions of knowledge, 
curriculum, types of interactions, transmission and inquiry, individual and group work, 
practice teaching and spaces in the classroom for exploring individual positions on issues 
and misconceptions (See Table 4.2a-c). 48 quotes meeting the rubric descriptors were 
mapped to the rubric tool already described and are discussed in the following section.
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Dominant practice of 
teacher education 
(NCFTE2009-10)
TL-B
applied in the
mm
Extrinsic learner motivation A mix of extrinsic and 
intrinsic m otivation
Intrinsic learner 
motivation
The teacher-educator delivers 
the topic fo r the day in class, 
w ith no special e ffo rt to 
engage the student-teachers.
Teacher-educator 
delivers the topic in a 
fixed knowledge 
paradigm, engaging the 
teacher-student w ith 
her technique, not 
necessarily depth of 
theory and content
Teacher-educator 
plans and delivers the 
lesson to  be engaging 
w ith  sufficient depth 
o f theory and content, 
fo r the student- 
teachers
Language is difficult or foreign Language is subject 
oriented and just 
understandable
Language is accessible
Examples, etc. are not 
relevant to  learner's lives
Some examples, etc. are 
relevant to  learners' 
lives, some are not
Examples, etc. are 
deliberately chosen to 
be relevant to 
learners' lives
Content is not delivered w ith  
relevance to  fu ture  needs
Content is shaped 
according to  the 
curriculum, not 
necessarily in touch w ith 
fu ture needs
Content is shaped by 
relevance to  perceived 
future needs
No respect and regard flows 
from  teacher-educator to  
teacher-student
Respect and regard 
flows from  teacher- 
educator to  teacher- 
student, but lead, 
dominated and directed 
by the teacher.
Respect and regard 
flows from  teacher- 
educator to  student 
w ith  space fo r reaction 
from  teacher-student 
to teacher-educator, 
could be directed by 
teacher-student
No respect from  teacher- 
student to  teacher-educator
Respect and regard 
flows from  teacher- 
student to  teacher- 
educator in socially 
acceptable ways
Respect and regard 
flows from  teacher- 
student to  teacher- 
educator, deeply
m
Knowledge is fixed
m ...................
Knowledge is fixed, but 
delivered interactively
Knowledge is fluid
Theory is a given. No 
reference to  learner's /  
learners' existing knowledge 
individual or collective.
Teacher-educator builds 
on learners' collective 
knowledge through 
whole-class teaching, 
w ith  a collective norm 
fo r the class knowledge, 
observations and 
theoretical engagement.
Teacher-educator 
builds theory and 
conceptual knowledge 
on learners' existing 
individual and 
collective knowledge, 
experience, 
observations and 
theoretical 
engagement
No microteaching General class teaching 
w ith m entor feedback
Well carried out m icro­
teaching w ith  peer 
feedback
Lesson plans developed in a 
formulaic manner and 
sim ilarly assessed.
W ell-developed lesson 
plans as perceived by 
the teacher-educator 
and critiqued from  the 
teacher-educators view­
point.
Well-developed lesson 
plans targeted fo r the 
real situation on the 
ground
Recommended 
process-based teacher 
education 
(NCFTE2009-10)
LC-A
Understanding the 
social, cultural and 
political contexts in 
which learners grow 
and develop. 
Engagement with 
learners in real life 
situations along with 
theoretical enquiry
Mutual respect
Conceptual knowledge 
generated based on 
experience, 
observations and 
theoretical 
engagement.
Table 4.2a: V iew  o f TE l's  practice in a rubric tool developed from  collated data
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Teacher educators 
instruct and give 
structured assignments 
to be submitted by 
individual students.
T L-F
Students work 
individually on 
assignments, in-house 
tests, field work and 
practice teaching.
Fixed curriculum
Teacher-educator is 
authoritative
No class discussions
Only teacher to learner
No learner to  learner or 
learner to  teacher 
interaction
Authoritarian
One way transmission 
No questions to  learners
No questions encouraged 
from learners.
Training schedule 
packed by teacher 
directed activities. Little 
opportunity for 
reflection and self-study
Frontal 'chalk and talk' 
transmission
Teacher dominated Lecture
No space for reflection
Pre-worked out answers 
expected
No reflective journals
Individual work
Pre-worked out assignments 
to be submitted by individual 
students
In-house tests, no 
presentation
No presentations
No peer demonstrations
No field work 
No practice teaching
El
Fixed curriculum with 
some inbuilt choices for 
teacher-educators
m
Negotiated content
Teacher-educator 
balances facilitation with 
authority
Teacher-educator is 
facilitative
Teacher-educator 
initiates and encourages 
class discussions that 
are closed and carried 
out on the terms o f the 
teacher-educator
Teacher-educator 
in itiates and 
encourages class 
discussions that are 
open-ended
Teacher to learner, with 
occasional interaction 
with learner
Teacher to  and from 
learner
Learner to teacher 
interaction
Learner to  learner 
interaction (minimally 
observed)
Democratic
Directed dialog is used Dialog is used
Closed questions to 
learners
Open ended questions 
to  learners
Teacher-educator 
controls the questions 
from learners. The 
environment is teacher- 
directed.
Environment 
conducive for learners 
to ask questions. 
Questions are 
applauded and 
appreciated, (but no 
questions were asked 
by the students)
A mixture o f both.
Teacher dominated 
lecture with teacher- 
directed limited 
interaction
mr~~ ■
Independent or group 
inquiry
Interactive lectures
Limited space for 
reflection and open- 
ended inquiry
Space for reflection 
through individual or 
group inquiry
A mix o f both. Reflective assignments
Occasional reflections 
asked for from the 
student-teachers by the 
teacher-educators
Reflective journals (not 
observed)
sa~
Individual assignments 
completed by student- 
teachers w ith their 
original thoughts and 
views.
In-house tests and 
individual presentations
E3
Group work
Assignments, group 
presentations
Presentations 
encouraged in pre­
worked out formats
Group presentations
Selected students 
chosen for doing 
presentations
Peer demonstrations
Field work in specific 
schools
Field work
Practice teaching to 
complete teacher
Practice teaching in 
accordance to  school
Knowledge generated 
in the shared context 
of teaching, learning, 
personal and social 
experiences through 
critical enquiry.
Teacher educators 
evoke responses from 
students to engage 
them with deeper 
discussions and 
reflection.
Students are 
encouraged to identify 
and articulate issues 
for self-study and 
critical enquiry. 
Students maintain 
reflective journals on 
their observations, 
reflections, including 
conflicts.
LC -F
Students encouraged 
to work in teams 
undertaking classroom 
and learner’s 
observations, 
interaction and 
projects across diverse 
courses. Group 
presentations 
encouraged.
Table 4.2b: V iew  o f TE l's  practice in a rubric tool developed from  collated data
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El
Practice teaching with 
minimum reflections 
Records with some 
amount of critical 
inputs
Peer comments invited 
but evaluation done by 
teacher-educator
wTL-G
Practice teaching of 
isolated lessons 
planned in standardised 
formats with little or no 
reflection on the 
practice of teaching.
TL-H
No structured "space" 
provided to revisit, 
examine and challenge 
(mis)conceptions of 
knowledge part of 
classroom discourse.
Practice teaching 
Without reflections
Standard formats for records
No peer evaluation
wm-
Practice teaching with 
deep reflections
Critical records
Peer evaluation
No "space" to address 
students' assumptions about 
social realities, the learner and 
the process of learning in 
class.
No, "spaces" to addres: 
students’ assumptions 
about social realities, 
the learner and the 
process of learning
No "space" to examine 
students' conceptions of 
subject-knowledge except 
through tests and 
examinations
Learning "spaces" 
provided to examine 
students' own position 
in society and their 
assumptions as part of 
classroom discourse 
through discussion, 
debates only within a 
framework of fixed 
knowledge
m ----------------
Structured "space" 
provided to revisit, 
examine and challenge 
(mis)conceptionsof 
knowledge and 
assignments through 
classroom and group 
discussion, critiquing of 
practice, presentations, 
and debates within a 
framework of fixed 
knowledge
KEY
Learning "spaces" 
provided to examine 
students' own position 
in society and their 
assumptions as part of 
classroom discourse 
through discussion, 
debates and 
assignments
■a -
Structured "space" 
provided to revisit, 
examine and challenge 
(mis)conceptions of 
knowledge and 
assignments through 
classroom and group 
discussion, critiquing 
of practice,
presentations, debates 
and assignments
School intemship- 
student teach within 
flexible formats, larger 
frames of units of 
study, concept web- 
charts and maintain a 
reflective journal.
Structured "space" 
provided to revisit, 
examine and challenge 
(mis)conceptions of 
knowledge part of 
classroom discourse.
Data from class 
observations
LC-I
Learning "spaces" 
provided to examine 
students' own position 
in society and their 
assumptions as
Data from 
interviews
Table 4.2c: V iew  of TE l's  practice in a rubric tool developed from  collated data
4.2.1 Motivation, engagement and mutual respect
TEl motivated and engaged her students and showed mutual respect in the two classes I 
observed. Her tone was enthusiastic, and manner open and positive (see Col. A3, Table 4.2) 
She greeted the students w ith a welcoming 'Hello! A heartfelt welcome to you all, to the 
BTC 2014 programme.' She immediately credited her students fo r having gained admission, 
interacted with them and showed a familiarity with their backgrounds. She introduced them to 
the ir school learners and the ir needs, generating knowledge in a shared context, making 
learning relevant to the learners starting from where they were (See LC-C, Table 4.2b).
She used accessible Hindi w ith smatterings of English. The teacher-educator checked for 
student understanding at regular intervals through questions or whole class confirmations. 
In class, before she introduced the topic she checked the microphone and asked the 
students if they could hear her. W ith this she fulfilled some o f the first recommendations in 
process based teaching in the NCFTE.
The examples in her teaching were deliberately chosen to be relevant to learners' lives. 
Analogies o f riding scooters, learning swimming, driving a car and making chapatties were 
used to teach concepts clearly (TE1C02-14-15).
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A mutual respect was visible (See A2, Table 4.2a) with students responding to the teacher- 
educator's questions. TE1 tried engaging the whole class by encouraging both boys and girls 
to answer, drawing them out while learning and using their names to do so. The students 
were seen to voluntarily attend her class because they found it engaging. A class that 
started with about 50 students ended with about 160 students.
'They had (all) gone out, all of them  came back (said w ith pride), and attended the class till 
the end... In my class no one misses the class.' (TE lln t3-158).
TE1 shaped the content with relevance to perceived future needs, as recommended in the  
NCFTE (2009) by asking the class for how long did they think a local language needed to be 
used, at the beginning of primary school?
However, for the classes observed, depth in class preparation and delivery was lacking. She 
provided no overview to the course or introduction to how the class fit in with the larger 
picture of the BTC programme. References to books, papers and other sources for further 
study and an outline of expectation and participation from the students in terms of 
projects, examinations, assignments were not shared. The class ended abruptly on both 
occasions with a glance at the clock when the teacher-educator sensed the students were 
getting restive.
4.2.2 Knowledge is fixed
The teacher-educator did not yield the control of the class. She delivered the topic in a 
'fixed knowledge paradigm' (See B2, Table 4.2), with interaction also controlled by her.
4.2.3 Authoritarian and democratic
In the class of 160 students, the teacher-educator built on concepts through whole class 
teaching. TE1 used a lot of directed dialog, closed and open questions (See D2, Table 4.2b). 
Individual opinions were expressed one by one, by five students only in a one hour class 
limiting the active learning and critical thinking to a few students only. Very few  students 
took notes and answers were prompt given in unison.
4.2.4 A mixture of frontal transmission and inquiry
TE1 sometimes balanced facilitation with authority by asking open ended questions, having 
students express their views and then approving their answers based on her own 
knowledge and opinion. At other times she openly acknowledged she did not know 
everything and took help from her computer skilled students.
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During the class, though the environment seemed conducive to questions, no students 
actually asked a question. Both classes observed were packed with teacher-directed 
activities and learning events. There was little time or space made in the class to carry out 
learner-to-learner interaction except through whole class sharing.
4.2.5 Collaborative group work within a fixed curriculum
TE1 said she encouraged active and collaborative learning through project work, debates, 
group presentations, field work, etc. The curriculum was fixed .'... Topics are always taken ... 
only from the syllabus. If the topics fall short, then we take it from their textbooks. (TEllnt3  
55-58). The students were given freedom to find content for the group work and projects 
from any medium or source (See F3, Table 4.2b)
'They have full freedom - take help (from anywhere) from the Internet, from graduation 
books, post-graduation books, because the project is not for children. It is for the student- 
tea ch er.... Depending on how enhanced their knowledge is our (school) children will benefit' 
(TEllnt2-82).
4.2.6 Practice teaching
According to TE1, student-teachers got many opportunities to do in-class teaching. Lesson 
plans were well developed and a clear process was laid down for mentoring and peer 
critiquing both lesson plans and practice teaching (See B2, Table 4.2a).
4.2.7 Spaces in class to address misconception and build self-conceptions
Class discussions took place in which the students had opportunities to express themselves. 
This did not extend to assignments or more open discussions, led by students asking 
questions.
4.2.8 Reflections on analysis: Towards a learner-centred practice
Looking at the Table 4.2a-c, TEl's practice falls in the central column 2 (A-l) representing a 
hybrid approach to teaching. The classes were learner-led. TE1 built motivation and 
engaged the students, (using accessible language, examples that were relevant to learners, 
shaping content relevant to perceived for future needs. Respect and regard flowed two 
ways). She built knowledge from where the learners were, and gave them opportunities to 
express themselves conceptually on the topic of the classes observed, issues of language, 
while retaining the power to provide the 'correct' answer. TE1 was enthusiastic about 
group work, micro teaching, practice teaching and other collaborative techniques popular
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in learner-centred programmes but this was not observed during the classes conducted; 
only talked about in the interviews (and so has been marked in green in the table).
TEl's classes were teacher-led by following a fixed curriculum. The teacher-educator 
delivered the topic in a fixed knowledge paradigm but engaged the learners w ith her 
technique, not necessarily depth o f theory and content. TEl's classes remained teacher-led 
as the source of knowledge, retaining the control o f the flow  o f activities, discussions and 
interaction in the classroom. Though she invited questions, students rarely raised 
questions. Directed dialog was used w ith limited space fo r reflection and open-ended 
inquiry. TEl's class remained teacher-led but was experienced by the students as an 
interesting, interactive class which they attended voluntarily.
This tool which qualitatively and visually depicts a teacher-educator's learner-centredness could be 
applied to  other teacher-educators at the same and other DIETs making it possible to compare 
learner-centredness across DIETs and other teacher-training institutes in geographically d ifferent 
locations (Goetz and Le Compte, 1984, in Hammersley, 2007, pp 187). If teacher-educators at 
d ifferent sites showed the same or d ifferent trends, it would be inform ative to  understand the 
reasons fo r the sim ilarities and differences through fu rthe r studies. This w ould have useful 
implications fo r policy and practice.
4.3 HOW DOES THE DIET INFLUENCE THE TEACHER-EDUCATOR'S LEARNER- 
CENTREDNESS?
Teacher-educator
Personal conceptions, 
In te rp re ta tio n s  and practice  
o f good teach ing
See section  4 .1 .1 -7  
(d iscussed e a r lie r)
Psycholog ical
Pedagogy o f le arn e r-c en tre d  
teach ing
See sectio n  4 .2 .1 -6  
(d iscussed e a r lie r)
M a te r ia l
C o hort size,
C lassroom  size
W h ite b o a rd
Pro jec tion  fac ilities
M icro p h o n e
See se ction  4 .3 .8 ,4 .3 .9
Tools and Signs
Rules
N atio n a l policy 
N atio n a l curricu lum  
SCERT 
DIET rules
See Section  4 .3 .1 - .4
How does the DIET influence the 
Teacher-educator's learner- 
centredness?
^  Student-teachers
Selection
Not researched
Community and its role
SCERT, Principal, P eerTE s
See Section  4 .3 .S -.6
Division of 
labour
Roles o f TEs 
and o th e r  w o rk  
responsib ilities
See se ctio n  4 .3 .7
Figure 4.1: M odel for influences on Learner-centred teaching in a DIET (adaDted from  Eneestrbm (2000:962: 2007:3771
Figure 4.1 was developed to provide a framework to answer the th ird research question. 
This figure was influenced by the CHAT model, introduced in Chapter 3, to  help tease out
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the different influences on a teacher-educator's learner-centredness in the environment of 
a DIET. For analysis, the quotes were mapped to headings in the diagram to show DIET 
influences on learner-centred teaching.
INFLUENCES RELATED TO RULES EMANATING FROM 
NATIONAL POLICY AND LEADERSHIP AT THE DIET
4.2.9 Gap in NCFTE (2009)
While the NCFTE (2009) acknowledges the influence of the curriculum and text books to aid 
a teacher to fulfil her role as a good teacher, there is no acknowledgement about the 
influence and responsibility of the policy and aligned institutions like the SCERT and the 
DIET with its leader. That education is a shared activity between policy makers, institute 
managers, principals, teacher-educators, and student-teachers is overlooked. This has led 
to teacher-educators and not the institute or policy being blamed for their failure to train 
student-teachers well.
'We should not have to depend on their 20 years of experience which have given us low 
quality in classrooms, low quality in learning in the child...That means it was not working' (The 
principal, DIET).
In her interview, the principal identified the three challenges in education as:
'Lack of quality in education at the elementary level, a deficit of qualified teachers and lack of 
continuous professional development of teacher-educators and teachers' (Plnt-88).
For the three top challenges in teacher education, she repeated the same points in a less 
analytical way, holding both the individual teacher-educators and lack of teacher-educator 
development responsible for the lack of quality in trained teachers.
'...if the child is not learning in the classroom ... you don't have to blame the entire cosmos. 
It's all about the teacher who is not teaching,... the teacher-educator who may not be 
capable enough of creating that kind of motivated and committed teacher.....
We need to evolve a culture which promotes (an) enabling learning situation for teacher- 
educators and teachers. I don't think they find good opportunities hardly any habit of self­
learning, reflective teaching ... in a DIET....
A teacher-educator at a DIET or a teacher education institute is not a role model for her 
student-teachers.' (The principal, DIET)
4.2.10 Policy implementation: Lack of a systemic plan
To ensure successful implementation of policy, there was no evidence visible of any 
systemic planning or preparation at the DIET. The principal acknowledged this:
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'Curriculum is here but ...related reading material, content, supplementary material, is not 
developed.... it's about low preparation before you launch. So where do teacher-educators 
go if they have to take a class according to the new curriculum? They need some resource 
support which is not around.... I think each and every teacher must be given some ... kind of 
... orientation. ...I think a lot of ...very deep preparation, is needed for them... to get 
accustomed to ...(and) deal with this new kind of curriculum in the classroom' (Plntl-141-154)
The development of teacher-educators to teach the new syllabus seemed to be in no-man's 
land. On May 2013, the Joint Review Mission, Uttar Pradesh (JRM, U.P.) visited the field to 
report on the State education institutes. For the preparation of the support material to be 
developed for the NCFTE syllabus launch, the JRM recommended that SCERT take 
responsibility for:
'... curriculum renewal with the active involvement of the faculty but also systematic 
development of curriculum reading material and an intensive on-going process of faculty 
development related to it' (JRM U.P., 2013:8).
The report also recommended that reading materials should be made available, in 
curricular areas outlined in the NCFTE (2009) in Hindi to all teacher-educators and student- 
teachers through study circles. Yet, the same report found the material developed for 
online development of para-teachers, wanting, showing a lack of reflective thought about 
gaps in the system by JRM.
According to the report, SCERT had begun preparation for the launch of the NCFTE (2009) 
'the process of revisiting the teacher education curriculum in line with the NCFTE (2009) 
has just about begun/ during this research period; but there was no evidence of pre-launch 
NCFTE (2009) material at the DIET, a year after the JRM report.
The teacher-educators, according to the focus group discussion, had no awareness about 
the NCFTE (2009) and its key pedagogic message of constructivism or the accompanying 
new curriculum. They hoped workshops would be conducted to acquaint them with it. 
Preparation for the new classes assigned to them, based on the constructivist new syllabus, 
would be done as usual within 'one hour., to 3 days ...to lmonth'(Focus group), depending 
on available time.
The principal knew more about the NCFTE (2009). She felt that 'deep preparation was 
needed for teacher-educators to get accustomed to the new curriculum/ If this did not take 
place, she doubted that they would be able to bring in change.
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The DIET mandate, according to the principal, was to
'provide academic support (for primary education) in a[l ways possible, whether it is through 
training, mentoring, providing on-site support or content development, anything- any kind.'
This study found a lack of pedagogical knowledge related to constructivism among the 
teacher-educators. The principal pointed to this gap in policy saying,
'...We have to promote this culture of self-learning, self-reading and the government policy 
must back this up.... they must support. Policies are not supporting this' (Plnt-97)
As principal, she tried to ensure teacher-educator trainings, workshops and new on-the-job 
experiences. But exposure is no replacement to planned development.
4.2.11 Recruitment of teacher-educators
Since the development of teacher-educators was identified as a top challenge in the NCFTE 
(2009), the recruitment of teacher-educators becomes crucial. All the teacher-educators at 
the DIET were ex-government secondary school teachers merely transferred to the DIET.
No interview is conducted to check if they have the essential experience in training primary 
school children, or teaching adults or understanding of pedagogy like constructivism and 
learner-centredness.
4.2.12 Lack of experience in teaching primary school children
The teacher-educators admitted to a feeling of inadequacy due to the lack of experience in 
primary school teaching. One teacher-educator from a secondary school experience, said:
'Yes, if we have not taught small children, then how do we teach them (student-teachers) to do it? ... 
I lack that knowledge inside me. Why? Because we started teaching those children (in secondary 
schools) who's cognitive and physical development has happened, who have learned to read and 
write... Here we have to teach (student-teachers to teach) children who don’t know anything. That 
experience I do not have.'(FG-317)
'We have not taught small children'
'I used to make the tim etable for my school. One day a 
teacher came to  me, very angry, ...‘You have put 3 
periods continuously. Daily I go to class, these children 
are small. Everyday I get hassled.11 said, 'You have to  
teach, how much do you have to manage?' I felt one has 
to  study a lot to  teach older children, not so with 
younger children. I said, 'Ok I will take your class.' She 
sa id ,' Go.' I w ent to the class. Seeing me the children did 
not stand up. I started asking them  their names. The 
children did not speak.
I took the register and asked, 'Will you tell me your 
name? The names I will call out, I will play a game, I 
will teach you a lovely game.' I started taking their 
names, and instead of anyone speaking, I looked up to 
see, they were crying. Not a single child got up and 
came. I got the experience that to  handle small 
children is a difficult job. ...I told the teacher, 'Ma, 
manage your class.' (FG-339)
Appendix Box 4.5: Focus group extract about lack of primary school experience
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INFLUENCES RELATED TO COMMUNITY AND ITS ROLE
4.2.13 Lack of knowledge about LCE
When asked, in the focus group discussion, how they would make their lessons learner- 
centred since the new curriculum called for it, like TEl's answers, most teacher-educators 
answers pointed to nuggets of learner-centredness which varied in the different teacher- 
educators. But finally the solution was teacher-led.
What will you do to make your lesson learner-centred?
TE4: Our attem pt will be to check where the interest 
of the students is and then according to  this we try to 
teach the syllabus. Suppose, in the middle, the  
students don't want to  learn, they are disturbing. The 
lesson should be flexible.
TE2: Yes, so that we can change the lesson and teach 
it in a different way (that is interesting), the subject, 
maybe do some activities.
TE3: First, I will look at the topic. I will take the  
students, meaning I will take the students at the
centre and prepare the lesson. W hen I go into class, 
first I will ask the students a few  questions about the  
topic. When I know where they are, only then I 
continue my class activities.
TE5:1 will divide the students into small groups and 
give them  each a little topic and ask them  to do a 
group discussion. I will give them  tim e for the  group 
discussion. The students will do a group discussion 
and present w hat they discussed and then taking that 
as my beginning, I will start on my teaching.
Appendix Box 4.6: Focus group extract of how TE's would prepare their learner-centred lessons
The growing gap in knowledge about technology between the teacher-educators and 
student-teachers was visible with students seen to help teacher-educators to prepare 
power points. The principal rued the lack of planned teacher-educator development.
For making others learn, you have to first learn yourself...and since everybody is busy with 
work, it is only policy that can give that kind of space.... We talk so much about continuous 
professional development. There is hardly any systemic plan for this ... there is no provision 
for study leave, there is no in-service training, there is no incentive, hardly anything for 
teacher-educators as such and I think we just assume that if they have got the job and they 
are faculty in some teacher training institute ... they just know everything.' (Plnt-93)
Planned professional development was strongly needed for the teacher-educators to be 
able to successfully make a shift from TCE to LCE and upgrade their knowledge.
4.2.14 Role of the principal in influencing learner-centredness in the DIET
The principal understood that all activities needed to revolve around the learner, she 
believed in active learning, motivating learners and fulfilling learner needs. These needed to 
be integrated with the teaching-learning at the DIET. There was a need to buiia student 
trust and confidence in the system, to create spaces in the timetable and environment for 
student autonomy and risk-taking, to enable student-teachers to understand their own 
stand on different issues, have a forum to correct misconceptions, be critical and creative, 
as recommended in the NCFTE (2009).
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INFLUENCE OF DIVISION OF LABOUR IN THE DIET
4.2.15 Loaded work roles of teacher-educators in the DIET
The work of the teacher-educator needed to be rationalised and prioritised urgently. 
Besides teaching in the pre-service BTC (Basic Teacher Certificate) programme they also 
trained in-service teachers at the Block level, mentored student-teachers and practising 
teachers, and were responsible for district wide para-teacher training. Besides these they 
wrote development reports, baseline surveys, content and curriculum development and 
state level expert consultations.
Beyond the academic work, the teacher-educators were assigned professional jobs to earn 
funds to make the DIET more sustainable by holding workshops, developing and 
implementing questionnaires, aiding other governmental and non-governmental 
organizations. As a result, quite often the teacher-educators found their time double 
booked. BTC classes were the first to be dropped and learning suffered. There was a lack of 
preparation for classes, a hurry to complete work and compromise- all of this affected the 
learner-centredness of the teacher-educator because learner-centred classes need 
immense preparation, concentration and follow up.
INFLUENCE OF TOOLS AND SIGNS
4.2.16 Large number of students
With the pressure to create more trained teachers, the intake of students to the BTC 
programme at the DIETs was increased to 200 new students each year. About 160 were 
observed during the study. More students were expected to join later. The accepted 
number to conduct learner-centred classes with one teacher, in developed countries is 25. 
In India and other developing countries, the accepted number is 50. 200 was too large a 
number by any standards for a teacher-educator to teach in a learner-centred way, single- 
handedly, or even with two teacher-educators in a class.
4.2.17 Facilities at the DIET
At the DIET, in the crammed classroom, described earlier, It was difficult to conduct group 
work or any other collaborative activity.
The classroom had a white board and facilities for a power point presentation. The writing 
on the white board was not visible from the end of the classroom. Not all teacher- 
educators at the DIET, like TE1, could make and project power point presentations in class
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without additional help. When things went wrong, in the observed class, the teacher- 
educator simply skipped showing the presentation.
To be heard by all, the teacher-educator spoke to the class through a cordless microphone. 
Asking a question took determination from a student, to interrupt the teacher-educator, 
come up to the microphone and speak. Even when the teacher-educator conducted a 
discussion oriented class only the very confident students answered questions. No one 
asked any questions. This made class interaction and group participation, an important 
part of learner-centred pedagogy, very difficult to implement in the classroom.
4.2.18 Reflecting on analysis: DIET influences
The circumstances at the DIET as shown in Figure 4.1 and discussed in this section influence 
all teacher-educators at the DIET in a similar way and so the interpretation from this section 
can be applied to all the teacher-educators at this DIET.
Summing up the influences, the environment of the DIET needed to be conducive for both 
student-teachers and teacher-educators to conduct and learn in a learner-centred way. The 
influence of the institution needed to be acknowledged and actioned on through policy, the  
NCFTE (2009), and the necessary support in terms of systems, people development and 
facilities given to the DIETs. Teacher-educators could not be expected to transform  
themselves from being secondary school teachers to learner-centred teacher-educators 
through merely a change in job assignment. The roles and responsibilities of the teacher- 
educators would need to be rationalised and time and space incorporated for not only 
development but time to prepare and support LCE. The environment and facilities at the  
DIET needed to be reworked to provide a secure learner-centred environment.
The teacher-educators, along with the principal, needed to experience and be provided 
space, time and planned development opportunities to be able to shift paradigms in their 
teaching and conception of an academic system. The teacher-educators need to 
understand LCE pedagogies and teach adult student-teachers in a learner-centred way, so 
that their student-teachers, in turn, become learner-centred primary school teachers. In 
doing this, the school experience of the primary school child would improve.
Reflecting further on this method of analysis, it would be possible to study the 
circumstances at other DIET in a similar manner. Naturalistic generalisation (Stake, 1978) 
can be applied to findings from the study of teacher-educators at this DIET to understand 
similar situations at different DIETs (Hammersley, 2007, pp l87). Similar findings emerging
repeatedly for teacher-educators' learner-centredness across different DIETs could make 
for a robust research outcome. It could also be that multisite research done on teacher- 
educators at different kinds of DIETs e.g. rural or urban settings might yield similar research 
outcomes in rural areas that could differ from a different set but similar outcomes from  
urban areas. This would again have valuable implications for policy and practice.
4.3 CONCLUSION
The good intentions of the teacher-educator seen in her teacher conceptions got diluted 
through the process at the DIET. Her individual learner-centredness was weakened as she 
reached her 160 strong crowded classroom, varied student mix and lack of knowledge of 
learner-centred techniques. The DIET rules contributed to further dilution through the lack 
of a change management plan and a teacher-educator's development plan. The implications 
of this small case study are discussed further in Chapter 5.
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5 DISCUSSION AND IMPLICATIONS 
INTRODUCTION
This study of a teacher-educator at a DIET in India reveals gaps between policy intention 
and preparedness for implementation, to adopt a more process based constructivist, 
learner-centred pedagogy.
The study indicates a need fo r fu rther research and development concerning the gaps. 
These are:
a. A change management plan including all stakeholders and systems at the DIET
b. A systemic restructuring o f the DIET to  create a supportive learner-centred 
environment to implement the policy
c. 'Deep preparation' o f the leading change-makers in the DIET environment- the 
principal and teacher-educators
d. Greater comprehension o f the pedagogical complexity o f a teacher-educator's role 
fo r learner-centred primary education and learner-centred teacher education.
In this chapter, each o f these requirements w ill be explained in turn.
5.1 INTRODUCTION OF NCFTE (2009) AND PLANNED CHANGE MANAGEMENT 
The new syllabus in accordance to NCFTE (2009) was finalised in 2010. The DIETs were 
mandated to implement the syllabus in 2014 in the ir pre-teacher training BTC programme. 
The first few  days o f this implementation were observed during the period of this research. 
Very little  preparation fo r implementation was visible at the time, nor was there evidence 
that preparation had taken place during the four year period before the launch o f the new 
NCFTE syllabus at the DIET.
Figure 5.1: The tim eline showing key events before im plem enting the new  policy at the DIET
April 2014  
Launch o f new  cu rricu lum  
accord ing to  NCFTE (2009)
2010-14  
Time for Preparation 
for Launch of new  
curriculum
2005 2010
N ationa l C urricu lum Right to  Education
Fram ework Act
(fo r schools) (fo r 6-14 year olds)
2010 
NCFTE (2009) 
(For teacher tra in ing 
fo r  Primary schools)
>
2005
Dakar Fram ew ork fo r  
Education fo r  All
2010-14 SCERT 
(Support material for NCFTE (2009) should 
have been prepared in this period)
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The proposed change, if any, seemed to have been initiated from the top leadership at the 
centre, led by policy mandates rather than a more adaptive model involving the 
stakeholders on the ground. As recommended by O'Sullivan:
'Top down models are no longer considered the most appropriate models. They are rigid and 
focus mainly on inputs and outputs. They ignore the actual process of change, most notably 
the complexities of implementation. Adaptive models, underpinned by the notion of 
flexibility, have emerged to address this. They respond to local conditions and focus more on 
implementation' (2004:599).
A concerted effort to increase local ownership of the changes set out in the policy is 
needed. Contextual issues and capabilities need to be better understood and this will 
require future research. However, some positive developments relating to learner- 
centredness were observed at the DIET giving an indication that there was potential for 
further progress. In the pre-teaching BTC programme there is already:
An emphasis on training student-teachers to learn how to teach, as opposed to 
teaching them subject content. This latter is the case in some developing countries 
struggling with LCE implementation
An acknowledgement of the importance of general and subject specific pedagogy
Teaching practice is carried out both inside and outside the DIET, with a strong 
process in place
An emphasis on developing interesting teaching-learning material 
Active teaching orientation
Inclusion of discussion in the DIET classrooms of issues faced by primary school 
children
With teacher-educators, experimentation and development of individual styles of 
teaching evolving towards greater learner-centredness were observed, for example, 
interactive lectures (TE1), group work (TE5), or problem-solving class issues by 
asking the students about their problems and then trying to resolve them (TE3).
At the DIET very few teacher-educators were aware of the new curriculum and even fewer 
understood the pedagogical implications of the change. Implementing policy is always a 
challenge; implementing LCE calls for a paradigm change in the understanding of leaders 
and teacher-educators. So, guidelines for the direction of academic change and priorities of 
the DIET need to be developed so that the effort of the head and teacher-educators moves 
the DIET in the direction of the envisaged change. Systems need restructuring and
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strengthening to support the teacher-educators to develop and work in the direction of the 
change.
It is the opinion of the principal, the aim of the DIET is to provide educational support for 
district primary schools. The DIET studied had taken on goals beyond the support of 
primary education. For example, in a bid to raise funds for self-sustenance, the DIET was 
seen to take on public-private partnerships to obtain computer facilities, and to undertake 
consultancy projects and provide support to other government organizations and their 
agendas. This divided the time and attention of the teacher-educators resulting in muddled 
priorities. The emphasis and direction of systemic change at the DIET was not always clear.
5.2 DEVELOPING A CONSTRUCTIVIST ENVIRONMENT AT THE DIET
The decision to change to a more learner-centred system was mandated by policy. In order 
to build a more constructivist atmosphere at the DIET, different systems, processes and 
appropriate facilities need to be developed. The nature of these requirements can be 
subject of future research in the Indian context.
Basic rules at the DIET such as those covering attendance, meeting academic commitments, 
and communication, need to be reworked to promote greater ownership and trust among 
stakeholders.
The material tools for mediation, the facilities at the DIET, need to be revisited and 
allocated in new ways to meet local requirements. Existing teacher-educator to student- 
teacher ratio was 1:200 and 1:160 -too high for learner-centred teaching. The class which 
has 40 pupils is manageable unlike the one with 50 pupils' (A student-teacher, Malawi,
Mtika and Gates, 2010:397).
This study has found that overcrowded classrooms provide a challenge to the application of 
learner-centred pedagogy. Similar to what is written in literature, here too, large class sizes 
and shortage of space led to teacher-educators reverting to using convenient, conventional, 
teacher-led methods in which the students stayed passive with minimal movements (Mitika  
and Gates, 2010). The JRM report (2013) emphasised the need for encouraging self-learning 
in a constructivist paradigm. For this they reported the need for facilities like basic seating 
and furniture, a functioning resource centre, along with computers and internet facilities as 
integral to supporting the enhancement of teacher-educator skills and knowledge (p9).
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5.3 TRAINING, DEVELOPMENT AND ROLE DEFINITION FOR THE PRINCIPAL 
AND TEACHER-EDUCATORS
In the previous chapter, analyses of how the DIET environment influences learner- 
centredness showed that more thought needs to be given to developing the community at 
the DIET. The research indicated that the principal should be provided with the opportunity 
to understand the implications of pedagogical change to constructivism. The teacher- 
educators need to be familiar with teaching children and adults. The process for 
recruitment of the principal and the teacher-educators needs to be revisited and 
redesigned. The selection parameters of student-teachers should take into account the 
aptitude and motivation of the applicant to become a primary teacher.
A learner-centred teacher's training programme in a country used to authoritarian teaching 
requires a huge paradigm change in its teacher-educators.
'... a shift in the teaching learning paradigm ...will require that teachers learn a much more 
complex and varied repertoire of teaching skills than has been necessary in the past.' 
(Mulkeen et al., pp.26-7 in Vavrus, 2009:304).
The role of the teacher-educator as an agent of change influencing the health of the 
teacher-training system needs to be acknowledged and given due importance. Working 
towards this, teacher-educator development needs to be thought through more deeply. 
Changing teacher-educators to become more learner-centred is a slow process. Each 
teacher-educator in a teacher-education institute is different and adapts the constructivist 
or learner-centred style of teaching to different degrees according to the existing practice.
Because of the high workload of the teacher-educators, there was often little time left to 
prepare for classes and sometimes it was difficult even to hold the classes which were 
scheduled. A class missed was not replaced. The students were expected to make up what 
they had missed.
5.4 CONTEXTUALISED LEARNER-CENTRED TEACHER EDUCATION
The expectation that secondary school teachers will know all that a teacher-educator needs 
to know when a new pedagogical framework has to be implemented is overly optimistic. 
The teacher-educator needs to understand LCE for primary children and their learning 
needs and have experience in teaching primary classes. Because the teacher-educator 
teaches student-teachers who are adult learners, the teacher-educator needs to 
additionally have an adequate knowledge of andragogy and apply it in a learner-centred 
way to adult student-teachers while training them to do the same with children catering to
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their special needs. Critical to enabling teacher effectiveness is the quality of teacher- 
education provided by teacher-educators. If the teacher-educator is unable to do this, and 
instead uses rote methods to teach learner-centredness, student-teachers are not going to 
learn to be learner-centred (O'Sullivan, 2004; Vavrus, 2009, Mtika and Gates, 2010) At the  
DIET the teacher-educators either need to be recruited with this experience or need to be 
educated and developed in a special way. This makes the role of a teacher-educator 
complex and layered in terms of pedagogic domains of knowledge, making it a special case 
of learner-centred education called here as Learner-Centred Teacher Education (LCFTE).
Indian society is a traditionally hierarchical society which is authoritative towards its 
children. Being able to teach student-teachers to be responsive and successful in this 
situation is difficult. More research is needed to understand how to  contextualise and 
localise learner-centred teaching for a primary classroom, e.g. W hat language should a 
primary school child be taught in the beginning? The choice is between the local and state 
language. W hat language should be continued? When should English be introduced? Can 
Science be taught in the state language initially? Added to this is the complexity of 
educating student-teachers who are not familiar with any one of the languages- local, Hindi 
or English. This is a complex and peculiarly Indian issue and needs to be addressed by 
developing LCFTE for the Indian context. Much research is needed to identify these issues 
and propose suggestions based on evidence.
Looking at the training of teacher-educators from the student-teachers' point of view might 
be a step in this direction. How well are BTC graduates able to function in the field? There 
were indications during the research that the system of preparing lesson plans at the DIET 
was not effective at the actual government primary schools where the field conditions are 
difficult and often severely resource-starved. These conditions were a shock to some 
student-teachers met during the data collection. They found it difficult to function in such 
an environment. The students need to be prepared to face this reality. With the requisite 
knowledge the teacher-educators will be better equipped to build the bridges which will 
take the student-teachers from their current constructs to deal innovative!1/  with their 
future professional situations in low-resource, government primary schools.
This research has brought out the importance of cognitive aspects of LCE and the 
importance of the local context. Revisiting Schweisfurth's definition of LCE, I would adapt 
her definition of learner-centredness to the following:
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'LCE is a pedagogical approach which provides conditions for effective, deep and meaningful 
learning through active co-construction of knowledge, using whatever activities, techniques 
and skills are needed to best bring this about, within the realities of the contexts in which 
teachers teach and students learn. What is learnt and how are shaped by learners' needs, 
capacities, interests and motivation.' (Adapted from Schweisfurth, 2013:12)
5.5 CONCLUSION
The research showed the key teacher-educator to be a sensitive and responsive to student 
needs, both towards the primary school children and student-teachers, within the 
constraints of the size of cohort, the DIET system, and a lack of knowledge about learner- 
centredness. There seemed to be a few more teacher-educators like her.
At the DIET, the implementation challenges of LCE found in literature were repeated in 
reality. These included overcrowded classrooms, a ratio of 1:160, lack of LCE training and 
experience, lack of relevant experience with primary school children and adults and an 
authoritarian culture. Difficulties in changing the fixed knowledge paradigm and providing 
greater support to student autonomy and loosening control over the students and their 
knowledge were also witnessed.
This study indicated a lack of teacher-educator development and an adaptive, local, change 
management plan to establish the new constructivist, learner-centred pedagogy at the DIET 
involving teacher-educators, the principal, and student-teachers.
My personal journey at the end of this research study reminded me that research is an 
iterative process. As I re-read the completed thesis, and more papers with greater 
understanding, I found myself interpreting things a little differently from the stated 
positions in the thesis, questioning the logic of learner-centredness in its current form for 
the Indian situation, wondering if a more contextual form of learner-centredness would be 
better suited. I would now like to do the same research about teacher-educators from the 
standpoint of the student-teachers also rather than just the teacher-educators. The journey 
continues.
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Appendix 3.2: Planned outline of semi-structured teacher-educator's interview 
Planned outline for semi-structured Teacher-educator Interview
How do teacher-educators in a teacher education institute in India 
interpret and practice learner-centred pedagogy in their classroom?
Personal history
Name? Are you married? How many children do you have? Are they all going to school/ college or working? 
What are their areas of specialization? Would you have liked your children to become teacher-educators? 
Please give reasons for your answers. What does your spouse do?
Professional history
How long have you worked at this DIET centre? What is your key role at the DIET? What is your teacher- 
education institute area of specialisation? Where were you before you worked at the DIET? How do you see 
your contribution at the DIET?
Generic job related questions, understanding what is important for the teacher-educator
Why did you come into education/ become a teacher-educator? What do you enjoy most in your job and why? 
What do you like least in your job and why?
Probing influences and beliefs about teaching and learning
Please tell me about a teacher who you loved in your school life? Why did you like her/him?
How is your own teaching different from your favourite teacher's? Who do you think is more important- the 
teacher or the student? Please give a reason for your answer.
Knowledge about learner-centred teaching methods and techniques
Discuss what was observed in class. Ask about why certain strategies observed were used.
Ask about teaching strategies. Pick any three that the TE thinks are important and probe further. E.g
About 'good classes'
Can you remember a good class that you conducted? Briefly describe it.
Why did you think it was good? How do you check a student's understanding? What happens when a student 
doesn't understand? What do you do?
What does the teacher-educator consider is a 'good class'?
What do you understand by learner-centred education (LCE)? Check where she stands and then follow up with 
more questions. How important is it to be learner centred? Please give reasons for your answer. Can you be 
learner-centred all the time? If no, please describe two instances. Do you find it easy to be learner-centred or is 
it difficult? Please give reasons for your answer.
Are there any differences in learner-centred education forstudent-teachers and children? If yes, what are 
these?
Why does the government want to use LCE?
Do you agree that it should be used? Please give reasons for your answer.
To what extent can it be used practically? Please give reasons for your answer.
About working at the DIET centre
How do you think the DIET centre can help you to improve your teaching situation? How do you think the DIET 
centre can help you to improve your teaching methods? What are the changes you would make in the DIET 
centre if you could?
About development, training and growing professionally at a DIET
Have you ever attended trainings? How frequently? Which is the best training or class that you remember 
having attended? Why do you remember it? Have you faced any challenging situations at the DIET?
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Appendix 3.3: Planned outline of semi-structured principal's interview
Professional background details
How long have you worked at this DIET centre?
What is your key role at the DIET?
Where were you before you worked at the DIET?
Views on education and what is important for the principal
Why did you come into education and become a principal?
What do you think is the aim of education in India?
What is the aim of education at the DIET centre?
What do you enjoy most in your job and why?
What do you like least in your job and why?
About the DIET centre
How do you think the DIET centre can help to improve the educational quality?
How do you think the DIET centre can help to improve teaching methods used?
What are the changes you would make in the DIET centre if you could?
How do you think, as a principal, can you influence the quality of teaching at a DIET?
Can you influence the pedagogy of teaching at a DIET? How?
What do you understand by the term learner-centred education?
How important is learner-centred education, in your opinion? Why?
Is it carried out at the DIET? How well? How can this practice be improved?
About a in-service trainings in the past
Do you organise in-service trainings at the DIET or outside the DIET? Where, how frequently and what are 
attendance numbers?
Which is the most successful training that has been conducted by the DIET centre? Why was it successful? 
How can in-service trainings be improved and increased?
How can pre-service education be improved and increased?
Appendix 3.4: Sketch and outline of story for focus group discussion
This person's name is Nilima. And toge the r we w ill develop her story. She is about 36 years. She is married. She 
has tw o  children. One child has com pleted school, one attends school. Her husband is a PWD engineer. I have 
created the story till here, now a fte r this, can you add something to  this story?
She has now got a chance to  go to  Barabanki DIET and her husband has also been transferred there , so now fo r 
a few  days she is in Barabanki DIET.
A few  days later, she sees in the  newspaper th a t there is a place in Lucknow DIET which is open. So, w ill she 
apply at the  Lucknow DIET?
For a prom otion  she w ent fo r an in terview . In the  in terview , w hat did the principal ask her?
Her husband also gets a transfe r to  Lucknow. W hat does she do now?
During the in terview , the principal asked her one question. W hat do you know about the NCF (2009)? W hat 
reply did she give?
Then the principal asked another question. NCF (2005) was created, but fo r teacher-educators, to  prepare 
teachers, fo r  the  tra in ing, nothing had been done. So, now NCFTE (2009) (National Curriculum fo r  Teacher 
Education (2009) was produced. How is th is d iffe ren t from  the earlier curriculum ?
The principal to ld  Neelima, th a t if she wants to  teach at the DIET, then she w ill have to  get fam ilia r w ith  the new 
syllabus. W hat does she do?
How much tim e w ill she take to  prepare fo r her classes?
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Appendix 4.1: Rubric tool form at to qualitatively view a teacher's practice
Extrinsic learner m otivation A m ix o f extrinsic and 
in trins ic  m o tiva tion
Intrinsic learner 
m otivation
The teacher-educa to r delivers 
the  to p ic  fo r  th e  day in class, 
w ith  no special e ffo r t to  
engage th e  student-teachers.
Teacher-educator 
delivers th e  to p ic  in a 
fixed  know ledge 
paradigm , engaging the  
studen t-teache r w ith  
her techn ique, no t 
necessarily depth  o f 
th e o ry  and con ten t
Teacher-educator 
plans and delivers the  
lesson to  be engaging 
w ith  su ffic ien t depth  
o f th e o ry  and content, 
fo r  th e  student- 
teachers
Language is d if f ic u lt o r fo re ign Language is subject 
o rien ted  and jus t 
understandab le
Language is accessible
Examples, etc. are no t 
re levan t to  learners ' lives
Some examples, etc. are 
re levant to  learners' 
lives, some are not
Examples, etc. are 
de libe ra te ly  chosen to  
be re levan t to  
learners ' lives
C on ten t is n o t de livered w ith  
re levance to  fu tu re  needs
C onten t is shaped 
accord ing to  the  
cu rricu lum , no t 
necessarily in touch  w ith  
fu tu re  needs
C onten t is shaped by 
re levance to  perceived 
fu tu re  needs
No respect and regard flow s  
fro m  teacher-educa to r to  
s tuden t-teache r
Respect and regard 
flow s fro m  teacher- 
educa to r to  s tuden t- 
teacher, b u t lead, 
dom ina ted  and d irected  
by th e  teacher-educa tor.
Respect and regard 
flo w s  fro m  teacher- 
e duca to r to  s tuden t 
w ith  space fo r reaction 
fro m  student-teache r 
to  teacher-educa tor, 
could be d irected  by 
s tudent-teacher
No respect fro m  studen t- 
teacher to  teacher-educa tor
Respect and regard 
flow s fro m  s tuden t- 
teacher to  teacher- 
educator in socia lly 
acceptable ways
Respect and regard 
flow s fro m  s tudent- 
teacher to  teacher- 
educator, deeply
Knowledge is fixed Knowledge is fixed, but 
delivered in te rac tive ly
Knowledge is fluid
Theory is a given. No Teacher-educator builds Teacher-educator
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TL-C
Knowledge treated as 
external to the learner, 
something to be 
acquired.
TL-D
Teacher educators 
instruct and give 
structured assignments 
to  be subm itted by 
individual students.
re fe rence to  learner's  /  
learners ' ex isting know ledge 
ind iv idua l o r co llective .
No m icroteach ing
Lesson plans deve loped in a 
fo rm u la ic  m anner and 
s im ila rly  assessed.
Fixed curriculum
Teacher-educator is 
a u th o rita tive
No class discussions
Only teacher-educa to r to  
s tudent-teache r
No s tuden t-teache r to  
s tudent-teache r o r s tuden t- 
teacher to  teacher-educa tor 
in te rac tion
A uthoritarian
One w ay transm ission  
No questions to  learners
on learners ' co llective  
know ledge th rough  
whole-class teaching, 
w ith  a co llective  norm  
fo r  th e  class know ledge, 
observa tions and 
th e o re tica l engagem ent.
builds th e o ry  and 
conceptua l know ledge 
on learners ' existing 
ind iv idua l and 
co llective  know ledge, 
experience, 
observa tions and 
th e o re tica l 
engagem ent
General class teach ing  
w ith  m e n to r feedback
W ell carried o u t m icro ­
teach ing  w ith  peer 
feedback
W ell-deve loped  lesson 
plans as perce ived by 
th e  teacher-educa tor 
and c ritiqued  fro m  the  
teacher-educa tors  v iew ­
poin t.
W e ll-deve loped  lesson 
plans ta rge ted  fo r  the  
real s itua tion  on the  
ground
Fixed curriculum w ith  
some inbuilt choices for 
teacher-educators
Negotiated content
Teacher-educator 
balances fa c ilita tio n  w ith  
a u th o rity
Teacher-educa to r is 
fa c ilita tive
Teacher-educator 
in itia te s  and encourages 
class discussions th a t 
are closed and carried 
o u t on th e  te rm s o f th e  
teacher-educa to r
Teacher-educator 
in itia te s  and 
encourages class 
discussions th a t are 
open-ended
Teacher-educator to  
s tudent-teache r, w ith  
occasional in te rac tion  
w ith  s tuden t-teache r
Teacher-educa to r to  
and fro m  s tudent- 
teacher
S tudent-teacher to
teacher-educa tor
in te rac tion
s tuden t-teache r to  
s tuden t-teache r 
in te rac tion  (rr?iriirriu!!y 
observed)
Democratic
D irected d ia logue is 
used
D ialog is used
Closed questions to  
learners
Open ended questions 
to  learners
observations and
theoretical
engagem ent.
Knowledge generated  
in the  shared context 
of teaching, learning, 
personal and social 
experiences through  
critical enquiry.
Teacher-educators  
evoke responses from  
students to  engage 
them  w ith  deeper  
discussions and
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No questions encouraged 
fro m  learners.
Teacher-educator 
contro ls  th e  questions 
fro m  learners. The 
e n v iro n m en t is teacher- 
d irected .
1
Frontal 'chalk and talk' 
transmission
Teacher dom ina ted  Lecture
A m ix tu re  o f both.
Teacher dom ina ted  
lecture  w ith  teacher- 
d irected  lim ited  
in te rac tion
No space fo r  re flec tion L im ited space fo r  
re flec tion  and open- 
ended inqu iry
P re-worked o u t answers 
expected
A m ix o f both .
No re flec tive  jou rna ls Occasional re flections 
asked fo r  fro m  the  
s tudent-teachers  by the  
teacher-educa tors
Individual w ork
Pre-worked o u t assignm ents 
to  be subm itted  by ind iv idua l 
students
In-house tests, no 
p resenta tion
Ind iv idual assignm ents 
com ple ted  by s tuden t- 
teachers w ith  th e ir  
o rig ina l th o u gh ts  and 
views.
In-house tests  and 
ind iv idua l p resen ta tions
No p resenta tions Presentations 
encouraged in p re ­
w orked  o u t fo rm a ts
No peer dem onstra tions Selected students 
chosen fo r  do ing 
p resenta tions
No fie ld  w o rk Field w o rk  in specific 
schools
No practice teach ing Practice teach ing  to  
com ple te  teacher 
tra in in g  in s titu te  
requ irem en ts
| Practice teaching Practice teach ing  w ith
E nvironm ent 
conducive fo r learners 
to  ask questions. 
Q uestions are 
applauded and 
apprecia ted , (bu t no 
questions w ere  asked 
by the  students)
Independent or group 
inquiry
In te ractive  lectures
Space fo r  re flection  
th rough  ind iv idua l o r 
g roup inqu iry  
Reflective assignm ents
Reflective jou rna ls  (no t 
observed)
Group work
Assignm ents, group 
presenta tions 
G roup presenta tions
Peer dem onstra tions
Field w ork
Practice teach ing  in 
accordance to  school 
requ irem ents
Students are 
encouraged to  identify  
and articulate issues 
for self-study and 
critical enquiry. 
Students m aintain  
reflective journals on 
their observations, 
reflections, including 
conflicts.
LC-F
Students encouraged 
to work in teams 
undertaking classroom 
and learner's 
observations, 
interaction and 
projects across diverse 
courses. Group 
presentations 
encouraged.
Practice teaching w ith
LC-G
School internship-
isolated lessons 
planned in standardised 
form ats w ith  little or no 
reflection on the  
practice o f teaching.
TL-H
No structured "space" 
provided to revisit, 
exam ine and challenge 
(mis)conceptions of 
knowledge part of 
classroom discourse.
TL-I
No,"spaces" to  address 
students' assumptions 
about social realities, 
the  learner and the  
process o f learning
W ithou t reflections
Standard fo rm a ts  fo r  records
No peer eva lua tion
m in im u m  re flections 
Records w ith  some 
a m ou n t o f critica l 
inputs
Peer com m ents inv ited  
bu t eva lua tion  done by 
teacher-educa tor
deep reflections
Critica l records
Peer evalua tion
No "space" to  address 
students ' assum ptions abou t 
social realities, th e  lea rner and 
th e  process o f learn ing in 
class.
Learning "spaces" 
prov ided to  exam ine 
s tudents ' ow n position  
in socie ty and th e ir  
assum ptions as pa rt o f 
classroom  discourse 
th ro u gh  discussion, 
debates only  w ith in  a 
fra m e w o rk  o f fixed  
know ledge
Learning "spaces" 
p rov ided to  exam ine 
students ' ow n position  
in society and th e ir  
assum ptions as pa rt o f 
classroom discourse 
th rough  discussion, 
debates and 
assignm ents
student teach w ithin  
flexible form ats, larger 
frames o f units of 
study, concept web- 
charts and m aintain a 
reflective journal.
LC-H
Structured "space" 
provided to  revisit, 
exam ine and challenge 
(mis)conceptions of 
knowledge part o f 
classroom discourse.
No "space" to  exam ine S tructu red  "space" S tructured "space"
students ' conceptions o f prov ided to  revisit, p rov ided to  revisit,
subject-know ledge  except exam ine and challenge exam ine and challenge
th rough  tests  and (m is)conceptions o f (m is)conceptions o f
exam inations know ledge and 
assignm ents th rough  
classroom  and group 
discussion, c r itiq u in g  o f 
practice, p resenta tions, 
and debates w ith in  a 
fra m e w o rk  o f fixed
know ledge and 
assignm ents th rough  
classroom  and group 
discussion, c ritiqu ing  
o f practice,
presenta tions, debates 
and assignm ents
know ledge
KEY Data fro m  class Data from
observa tions in terv iew s
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4.
1:
 R
ub
ric
 
ta
bl
e 
fil
le
d 
in 
wi
th
 
qu
ot
es
 
an
d 
de
sc
rip
to
rs
 
fro
m 
ob
se
rv
at
io
n 
an
d 
in
t
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Th
e 
te
ac
he
r 
ed
uc
at
or
 
is 
op
en
 
in 
he
r 
ap
pr
oa
ch
 
to
 
kn
ow
le
dg
e,
 
ac
kn
ow
le
dg
in
g 
sh
e 
do
es
 
no
t 
kn
ow
 
ev
er
yt
hi
ng
 
an
d 
ta
ki
ng
 
the
 
he
lp 
of 
th
e 
m
o
re
Th
at
 
is 
wh
y 
wi
th
 
a 
m
ob
ile
 
or
 
in
te
rn
et
 
yo
u 
ca
n 
so
lv
e 
th
e 
pr
ob
le
m
 
im
m
ed
ia
te
ly
. 
An
d,
 
1 a
lso
 
do
 
an
o
th
er
 
th
in
g.
 1 
do
n'
t 
ha
ve
 
in
te
rn
et
 
on
 
my
 
ph
on
e 
an
d 
1 a
m
 
no
t 
so 
ex
pe
rt
 
in 
te
ch
no
lo
gy
, 
my
 
st
ud
en
ts
 
ar
e 
ex
pe
rt
s,
 
I a
sk
 
th
em
 
to 
lo
ok
 
it 
up
 
im
m
ed
ia
te
ly
 
on
 
th
e  
in
te
rn
et
. 
At 
th
e 
sa
m
e 
tim
e.
 I
n 
cla
ss
 
1 a
sk
 
th
em
 
to
 
lo
ok
 
it 
up
, 
fe
ed
 
it 
in 
an
d 
fin
d 
it 
on
 
th
e 
in
te
rn
et
 
an
d 
th
en
 
1 e
xp
la
in
 
it.
 M
y 
ch
ild
re
n 
su
pp
or
t 
m
e.
 
1 s
to
p 
th
e 
cla
ss
 
an
d 
im
m
ed
ia
te
ly
 
re
so
lv
e 
it.
 A
ls
o,
 s
om
et
im
es
 
1 
am 
no
t 
sa
tis
fie
d 
wi
th
 
th
e 
In
te
rn
et
, 
th
en
 
1 l
oo
k 
fo
r 
m
or
e 
st
ud
ie
s,
 
or
 
co
ns
ul
t 
an
d 
ex
pe
rt
 
on
 
ph
on
e,
 f
ro
m
 
my
 
co
nt
ac
ts
 
an
d 
1 c
le
ar
 
it 
up
. 
(T
E
lln
t.
...
)
re
m
ai
ns
. 
Ag
ai
n 
1 a
m 
in 
ag
re
em
en
t 
wi
th
 
yo
u 
th
at
 
w
e 
ha
ve
 
to 
te
ac
h 
in 
H
in
di
, 
th
is
 
is 
ab
so
lu
te
ly
 
rig
ht
 
th
in
g,
 
bu
t 
th
en
 
wh
y 
sh
ou
ld
 
we
 
te
ac
h 
in 
th
e 
re
gi
on
al
 
la
ng
ua
ge
 
if 
we
 
ha
ve
 
to 
br
in
g 
th
em
 
to 
Hi
nd
i?
 
If 
yo
u 
gi
ve
 
at
te
nt
io
n 
to 
it 
yo
u 
ca
n 
de
fin
ite
ly
 
co
m
e 
up
 
w
ith
 
th
e 
an
sw
er
, 
til
l 
w
he
re
 
w
ill
 t
he
 
wi
re
 
go
? 
My
 
cla
ss
 
is 
a 
ve
ry
 
ex
pe
rt
 
cl
as
s.
 S
ee
 
til
l 
w
he
re
 
th
e 
wi
re
 
w
ill
 r
ea
ch
. 
St
ud
en
t 
3:
 M
y 
na
m
e 
is 
A
**
**
* 
(in
 
En
gl
is
h)
 a
nd
 
1 
ag
re
e 
w
ith
 
M
ea
ni
ng
 
A
va
dh
i 
la
na
gu
ag
e 
sh
ou
ld
 
no
t 
be 
ta
ug
ht
 
til
l 
cla
ss
 
8.
 T
he
 
m
os
t 
im
po
rt
an
t 
la
ng
ua
ge
 
is 
En
gl
is
h 
an
d 
ou
r 
na
tio
na
l 
la
ng
ua
ge
 
is 
H
in
di
. 
Pe
op
le
 
ca
n 
sp
ea
k 
H
in
di
 e
as
ily
. 
An
d 
ch
ild
re
n 
ha
ve
 
a 
gr
ea
t 
ca
pa
ci
ty
 
to 
le
ar
n.
 W
h
en
 
A
va
dh
i 
is 
no
t 
ve
ry
 
pr
ev
al
en
t 
th
en
 
we
 
sh
ou
ld
 
fo
cu
s 
on
 
it 
les
s 
an
d 
m
or
e 
on
 
H
in
d
i..
.. 
th
en
 
ch
ild
re
n 
le
ar
n 
H
in
di
 e
as
ily
. 
It 
is 
no
t 
th
at
 
th
ey
 
ca
nn
ot
 
le
ar
n 
En
gl
is
h 
bu
t 
wi
th
 
H
in
di
 i
f 
we
 
als
o 
st
ar
t 
En
gl
is
h 
th
en
 
th
ey
 
w
ill
 
als
o 
le
ar
n 
th
at
. 
Lik
e 
w
he
n 
yo
u 
ca
ll 
a 
'b
ill
i' 
(in
 
H
in
di
), 
a 
'c
at
' 
(in
 
En
gl
is
h)
 t
he
 
ch
ild
 
se
es
 
th
e 
'b
ill
i.'
 I
f 
we
 
ca
ll 
it 
’c
at
', 
th
en
 
th
e 
ch
ild
 
w
ill
 s
ee
 
a 
ca
t. 
So
, 
if 
we
 
te
ac
h 
H
in
di
 a
nd
 
En
gl
is
h 
to
ge
th
er
 t
he
n 
ou
r 
ch
ild
re
n 
w
ill
 
le
ar
n 
ve
ry
 
ea
si
ly
. 
W
e 
sh
ou
ld
 
te
ac
h 
bo
th
 
H
in
di
 a
nd
 
En
gl
is
h 
to
ge
th
er
. 
Th
an
k 
yo
u.
 (
T
E
1C
01
52
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)W
h
ile
ta
ke
n 
be
yo
nd
 
th
is 
po
in
t 
bu
t 
br
ou
gh
t 
bo
ck
 
to 
w
h
a
t 
is 
pr
es
cr
ib
ed
 
at
 
th
e 
na
tio
na
l 
le
ve
l 
fo
r 
te
ac
hi
ng
 
o
f 
la
ng
ua
ge
 
to 
te
ac
he
r-
st
ud
en
ts
- 
a 
pr
es
cr
ib
ed
 
2-
3
te
ac
hi
ng
 
of 
H
in
di
.
Te
ac
he
r-
ed
uc
at
or
 
is
o
p
en
-e
n
d
ed
TE
1:
 W
hi
ch
 
cla
ss
 
(s
ho
ul
d 
we
 
us
e 
th
e 
lo
ca
l 
la
ng
ua
ge
? 
If 
w
e 
ha
ve
 
to 
us
e 
A
va
dh
i 
or
 
a 
lo
ca
l 
la
ng
ua
ge
, 
A
va
dh
i 
fo
r 
th
is
 
ar
ea
, 
an
ot
he
r 
ar
ea
 
w
ill
 h
av
e 
an
ot
he
r 
la
ng
ua
ge
, 
til
l 
wh
ic
h 
cl
as
s 
(s
ho
ul
d 
we
 
us
e 
it)
?
St
ud
en
t 
2:
 W
e 
w
ill
 h
av
e 
to 
in
cr
ea
se
 
th
e 
ba
si
cs
 
sl
ow
ly
 
fr
om
 
(th
e)
 
lo
ca
l 
(la
ng
ua
ge
) 
to 
H
in
di
. 
Th
e 
wa
y 
to 
sp
ea
k 
w
ill
 h
av
e 
to 
be 
pi
ck
ed
 
up
 
by 
th
os
e 
ch
ild
re
n.
 L
ike
 
in 
cla
ss
 
on
e,
 w
e 
w
ill
 
ha
ve
 
to 
pr
ob
ab
ly
 
te
ac
h 
in 
th
e 
lo
ca
l 
di
al
ec
t 
to 
m
ak
e 
th
em
 
un
de
rs
ta
nd
. 
Bu
t 
sl
ow
ly
 
tr
an
sf
or
m
at
io
n 
w
ill
 b
eg
in
 
an
d 
w
e 
w
ill
 h
av
e 
to 
in
cr
ea
se
 
sp
ea
ki
ng
 
in 
H
in
di
.
TE
1:
 W
hy
?
St
ud
en
t 
2:
 B
ec
au
se
 
H
in
di
 i
s 
ou
r 
na
tio
na
l 
la
ng
ua
ge
 
an
d 
it 
is 
us
ed
 
in 
al
l 
st
at
es
, 
un
ifo
rm
ly
 
fo
r 
w
rit
in
g 
an
d 
sp
ea
ki
ng
.
TE
1:
 V
er
y 
go
od
.
S
tu
de
nt
s:
 S
po
nt
an
eo
us
ly
 
st
ar
t 
cl
ap
pi
ng
. 
(T
E
1C
01
42
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m
ic
ro
ph
on
e 
so 
th
at
 
al
l 
th
e 
cl
as
s 
ca
n 
he
ar
 
th
e 
di
sc
us
si
on
.T
E:
 W
hi
ch
 
cla
ss
 
(s
ho
ul
d 
we
 
us
e 
th
e 
lo
ca
l 
la
ng
ua
ge
? 
If 
we
 
ha
ve
 
to 
us
e 
A
va
dh
i 
or
 a 
lo
ca
l 
la
ng
ua
ge
, 
A
va
dh
i 
fo
r 
th
is
 
ar
ea
, 
an
ot
he
r 
ar
ea
 
w
ill
 h
av
e 
an
o
th
er
 
la
ng
ua
ge
, 
til
l 
wh
ic
h 
cla
ss
 
(s
ho
ul
d 
we
 
us
e 
it)
? 
S
tu
de
nt
2:
 W
e 
w
ill
 h
av
e 
to 
in
cr
ea
se
 
th
e 
ba
si
cs
 
sl
ow
ly
 
fro
m 
(th
e)
 
lo
ca
l 
(la
ng
ua
ge
) 
to 
H
in
di
. 
Th
e 
wa
y 
to 
sp
ea
k 
w
ill
 h
av
e 
to 
be
 
pi
ck
ed
 
up
 
by 
th
os
e 
ch
ild
re
n.
 L
ike
 
in 
cl
as
s 
on
e,
 w
e 
w
ill
 h
av
e 
to 
pr
ob
ab
ly
 
te
ac
h 
in 
th
e 
lo
ca
l 
di
al
ec
t 
to 
m
ak
e 
th
em
 
un
de
rs
ta
nd
. 
Bu
t 
sl
ow
ly
 
tr
an
sf
or
m
at
io
n 
w
ill
 b
eg
in
 
an
d 
w
e 
w
ill
 h
av
e 
to 
in
cr
ea
se
 
sp
ea
ki
ng
 
in 
H
in
di
.T
E
l:
 W
hy
? 
...
S
tu
de
nt
 
2:
 B
ec
au
se
 
H
in
di
 i
s 
ou
r 
na
tio
na
l 
la
ng
ua
ge
 
an
d 
it 
is 
us
ed
 
in 
al
l 
st
at
es
, 
un
ifo
rm
ly
 
fo
r 
w
rit
in
g 
an
d 
sp
ea
ki
ng
. 
TE
1:
 V
er
y 
go
od
. 
S
tu
de
nt
s:
 S
po
nt
an
eo
us
ly
 
st
ar
t 
cl
ap
pi
ng
. 
(T
E1
C
01
 
42
-4
7)
Mi 1ill!
In 
la
ng
ua
ge
, 
m
an
y 
pe
op
le
 
ar
e 
no
t 
ab
le
 
to
 
di
ff
er
en
tia
te
 
be
tw
ee
n 
th
e 
so
un
d 
's'
 a
nd
 
’s
h'
, 
so
, 
th
en
 
th
in
k 
ab
ou
t 
th
is
. 
Is 
th
e 
ch
ild
 
at 
fa
ul
t 
if 
he 
le
ar
ns
 
in
co
rr
ec
tly
?(
im
pl
ie
d)
. 
If 
th
e 
ch
ild
 
sa
ys
 
'S
us
m
a'
 (
in
st
ea
d 
of 
Su
sh
m
a)
 t
he
n 
is 
it 
th
e 
fa
u
lt
 
of 
th
e 
ch
ild
. 
No
, 
it 
is
n'
t. 
W
ho
 
is 
at 
fa
ul
t?
 
Y
ou
 
ha
ve
 
se
en
 
th
at
 
an
y 
ch
ild
, 
de
pe
nd
in
g 
on
 
w
hi
ch
 
la
ng
ua
ge
 
is 
sp
ok
en
 
in 
his
 
ho
m
e 
th
at
 
is 
w
ha
t 
he
 
le
ar
ns
 
to 
sp
ea
k.
 
Fo
r 
th
at
 
he 
ha
s 
no 
kn
o
w
le
d
g
e,
 
no
 
ed
uc
at
io
n,
 a
nd
 
no 
ne
ed
 
fo
r 
a 
cl
as
s.
 A
re
 
yo
u 
in 
ag
re
em
en
t 
w
ith
 
th
is
? 
So
, 
no
w 
te
ll 
m
e,
 
if 
th
e 
ch
ild
 
do
es
 
no
t 
sp
ea
k 
(H
in
di
), 
if 
th
e 
re
gi
on
al
 
la
ng
ua
ge
 
is 
A
va
dh
i, 
th
en
 
th
e 
ch
ild
 
w
ill
 s
pe
ak
 
A
va
dh
i. 
D
ep
en
di
ng
 
on
 
th
e 
re
gi
on
 
th
e 
ch
ild
 
is 
fr
om
, 
he 
sp
ea
ks
 
th
at
 
la
ng
ua
ge
. 
So 
th
en
 
te
ll 
m
e 
in 
th
e 
re
gi
on
al
 l
an
gu
ag
e,
 w
ha
t 
is 
th
e 
fir
st
 
th
in
g
 
a 
ch
ild
 
do
es
? 
(T
E1
C
02
 
13
)
T
ea
ch
er
-e
du
ca
to
r 
is
 
au
th
o
ri
ta
ti
ve

CDO'
Ye
s,
...
 T
hr
ou
gh
 
pr
oj
ec
ts
 
we
 
do 
co
nt
en
t 
kn
o
w
le
d
g
e-
 
... 
Lik
e 
...
ec
lip
se
, 
so
la
r 
sy
st
em
, 
we
 
ge
t 
th
em
 
to 
do
 
pr
oj
ec
t 
w
or
k 
on
 
th
e
s
e
...
. 
Th
en
 
se
nd
 
it 
to 
me
 
o
nl
in
e.
 
Th
en
 
wi
th
 
th
is
 
th
e 
ch
ild
re
n 
(s
tu
de
nt
s)
 d
ev
el
op
 
st
ud
y 
ha
bi
ts
. 
Th
ey
 
en
ha
nc
e 
(th
ei
r 
ca
pa
bi
lit
y)
. 
T
he
 
aim
 
is 
th
at
 
fo
r 
ou
r 
ch
ild
re
n 
th
ey
 
sh
ou
ld
 
in
cr
ea
se
 
th
ei
r 
kn
ow
le
dg
e.
 T
he
y 
ar
e 
no
t 
ex
pe
rt
 
in 
al
l 
su
bj
ec
ts
. 
(T
E'
lln
t2
 
80
-8
2)
...
...
.T
E1
: 
Ye
s,
 i
n 
pr
oj
ec
ts
 
it 
is 
lik
e 
th
is
. 
Th
ro
ug
h
pr
oj
ec
ts
 
we
 
do 
co
nt
en
t 
kn
ow
le
dg
e-
 
lik
e 
ta
ke
 
fo
r 
in
st
an
ce
 
G
eo
gr
ap
hy
 
th
at
 
1 t
ea
ch
. 
Lik
e 
su
n 
ec
lip
se
 
or
 
m
oo
n 
ec
lip
se
, 
so
la
r 
sy
st
em
, 
we
 
ge
t 
th
em
 
to 
do
 
pr
oj
ec
t 
w
or
k 
on
 
th
es
e.
 S
o 
th
at
...
m
ak
e 
it 
in 
En
gl
is
h,
 
no 
pr
ob
le
m
, 
do
 
a 
lot
 
of 
th
is
 
in 
En
gl
is
h,
 y
ou
 
ca
n 
pr
es
en
t 
in 
E
ng
lis
h.
fS
um
ita
: 
ye
s)
 
Th
en
 
se
nd
 
it 
to 
m
e 
on
lin
e.
 
(S
um
ita
: 
ye
s)
 T
he
n 
wi
th
 
th
is
 
th
e 
ch
ild
re
n 
(s
tu
de
nt
s)
 
de
ve
lo
p 
st
ud
y 
ha
bi
ts
. 
Th
ey
 
en
ha
nc
e 
(th
ei
r 
ca
pa
bi
lit
y)
. 
Th
e 
aim
 
is 
th
at
 
fo
r 
ou
r 
ch
ild
re
n 
th
ey
 
sh
ou
ld
 
in
cr
ea
se
 
th
ei
r 
kn
ow
le
dg
e.
 T
he
y 
ar
e 
no
t 
ex
pe
rt
 
in 
al
l 
su
bj
ec
ts
. 
R:
 S
o 
w
he
n 
th
ey
 
m
ak
e 
pr
oj
ec
ts
, 
th
ey
 
m
us
t 
be
 
ta
ki
ng
 
he
lp
 
fro
m 
th
e 
In
te
rn
et
? 
TE
1:
 T
he
y 
ha
ve
 
fu
ll 
fr
ee
do
m
- 
ta
ke
 
he
lp
 
(fr
om
 
an
yw
he
re
) 
fro
m 
the
 
In
te
rn
et
, 
ta
ke
 
he
lp
 
fr
o
m
 
gr
ad
ua
tio
n 
bo
ok
s,
 f
ro
m 
po
st
-g
ra
du
at
io
n 
bo
ok
s,
 
be
ca
us
e 
pr
oj
ec
t 
is 
no
t 
fo
r 
ch
ild
re
n.
 P
ro
je
ct
 
is 
fo
r 
th
e 
pu
pi
l 
te
ac
he
r.
 
D
ep
en
di
ng
 
on
 
ho
w 
m
uc
h 
kn
ow
le
dg
e 
th
ey
 
ha
ve
, 
th
ey
 
w
ill
 d
o 
be
tt
er
 
fo
r 
o
u
r 
ch
ild
re
n.
 
(T
E
lln
t2
-8
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)
AC
TI
VE
 
LE
A
R
N
IN
G
 
Ac
tiv
e 
le
ar
ni
ng
 
in
 
an
y 
w
ay
 
an
d
or
 A
ct
iv
e 
le
ar
ni
ng
No
w 
my
 
ne
xt
 
qu
es
tio
n,
 w
he
n 
a 
ch
ild
 
co
m
es
 
to 
us 
in 
cla
ss
 
1 
th
en
 
w
ha
t 
is 
his
 
vo
ca
bu
la
ry
, 
ho
w 
m
an
y 
w
or
ds
 
do
es
 
he
 
kn
ow
? 
1 j
us
t 
go
t 
an 
an
sw
er
 f
ro
m 
he
re
 
sa
yi
ng
 
'N
on
e.
' 
C
la
ss
 
1, 
w
he
n 
a 
ch
ild
 
ta
ke
s 
ad
m
is
si
on
 
he 
is 
5+
? 
Ac
co
rd
in
g 
to 
o
ur
 
no
rm
s,
 
5+
. 
Ri
gh
t?
 
N
ow
, 
te
ll 
me
 
th
e 
ch
ild
 
wh
o 
is 
5+ 
ha
s 
a 
ze
ro
 
vo
ca
bu
la
ry
? 
(c
la
ss
 
in 
un
is
on
- 
No
) 
Ca
n 
yo
u 
sa
y 
th
is
 
(w
ith
 
co
nv
ic
tio
n?
) 
So
m
eo
ne
 
ha
s 
sa
id 
’Z
er
o
.’ 
No
 
(t
hi
s 
ca
nn
ot
 
be 
tr
ue
- 
im
pl
ie
d)
. 
Yo
u 
te
ll 
him
 
to 
ge
t 
up
, 
sit
 
do
w
n,
 
st
an
d 
up
, 
go
, 
co
m
e,
 g
et
 
w
at
er
, 
ha
ve
 
w
at
er
, 
No
, 
...
do
es
 
he
 
no
t 
ha
ve
 
a 
vo
ca
bu
la
ry
? 
If 
he 
un
de
rs
ta
nd
s,
 t
he
n 
th
er
e 
is
 
vo
ca
bu
la
ry
. 
Yo
u 
sh
ou
ld
 
kn
ow
 
th
at
 
he 
ha
s 
ab
ou
t 
12
00
-1
50
0 
w
or
d 
vo
ca
bu
la
ry
.
An
d 
w
he
n 
he 
pa
ss
es
 
cla
ss
 
1 
an
d 
2 
he 
ha
s 
a 
vo
ca
bu
la
ry
 
o
f 
25
00
 
to 
30
00
 
w
or
ds
. 
O
K.
 N
ow
 
we
 
co
m
e 
to 
a 
po
in
t..
. 
(In
di
st
in
ct
) 
ab
ou
t 
la
ng
ua
ge
 
as 
a 
su
bj
ec
t. 
W
ha
t 
do 
we
 
m
ea
n 
w
he
n 
we
 
sa
y 
la
ng
ua
ge
 
as 
a 
su
bj
ec
t?
 
W
ha
t 
do 
yo
u 
m
ea
n 
w
he
n 
yo
u 
re
fe
r 
to 
la
ng
ua
ge
 
(as
 
a 
su
bj
ec
t- 
im
pl
ie
d)
? 
(T
E
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It 
ca
nn
ot
 
be 
10
0%
 
le
ct
ur
e.
 L
ec
tu
re
, 
in
te
ra
ct
io
n 
w
it
h
 
st
ud
en
ts
, 
us
in
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Appendix 4.3: Diagram w ith  quotes and descriptors 
from  observations and interviews
CHILD-CENTRED EDUCATION
By child c e n tre d  w e  m e an ...w h en  o u r s tu d e n t w ill go to  teach  
ch ild ren  he w ill have to  see w h a t  th e  n eed  o f  th e  child  is. If  th e  child  
is in te llig en t, so w e  w ill have to  tea ch  him  accord ing ly. If  th e  child is 
w e a k , w e  w ill have to  tea ch  h im  accord ing ly. I f  th e re  is any special 
nee d  th e n  he w ill have to  be ta u g h t accord ing ly. So, th a t  w e  can 
expla in  th a t  con c ep t to  h im  w e ll. This is ch ild -c en tred n e ss . it  is based  
on  nee d , based on th e  m e n ta l level o f  th e  child , physical p ro b lem s, 
w hich  soc ie ty  he is fro m , looking a t all this; w e  n eed  to  tea ch  th e  
child.
LCE FOR CHILDREN A N D  ADULTS
Yes. Learning by p rac tice , learn ing  by do ing , learn ing  by ac tiv ities , 
learn ing  by p lay. W e  can give activ ities  to  th e m  in th e  fo rm  o f play. 
So, w ith  sm all ch ild ren  w e  need to  app ly  all th is. This is th e  d iffe re n c e  
b e tw e e n  sm all ch ild ren  and o ld e r  ch ild ren  (s tu d en ts ). W e  w ill n o t do  
all th is here .
Look, fo r  sm all ch ild ren  you need to  te ll ev e ry th in g . This could  be 
a lp ha b ets , w ritin g , read ing , sm all ch ild ren  need to  tea ch  e v ery th in g  
n ew . These ch ild ren  (s tu d en ts) d o n 't  need to  be ta u g h t anyth ing  
n ew . T h ey have com e having stud ied  subjects . T hese need to  be 
ta u g h t subject re la ted  c o n te n t, ho w  should  this be ta u g h t to  young  
ch ild ren , th is  has to  be ta u g h t here . So, h e re  prac tice  has g re a t 
im p o rtan c e .
...a re a  o f in te re s t is ve ry  im p o rta n t because w e  ca nnot fo rce th e m  to  
learn . S m all ch ild ren  can be m a de  to  sit in class, b u t if  w e  d o n 't  see 
th e ir  a rea o f  in te re s t th e n  th e y  w ill n o t sit in class.
C O M M IT M E N T , LEADING BY EXAMPLE
T h e  te a c h e r should have h e r  ow n  c o m m itm e n t (em phas ised ). 
W h a te v e r  she says to  h e r  s tu d en ts , she should fo llo w  it in h e r  life . 
Should not m a ke false prom ises . W h a t  I w a n t  s tuden ts  to  do, I 
should  firs t sh o w  th a t  I can d o  it.
ENCOURAGE IN Q U IR Y
'I n ev er te ll a s tu d e n t th a t  he is w r o n g . .. I cha llenge th e m  to  ask 
m o re  questions . I d o n 't  fo rce  a s tu d e n t ev er , I do  n o t argue w ith  
h im .'
OPEN TO  LEARNING
'She should  ac cep t th a t  she does not know  it, b u t w ill look it up and  
te ll and ask th e  s tu den ts  to  also look it u p . ... You can see w h a t  good  
c h ild ren  com e to  o u r in s titu te  and I alw ays, so I say th a t  th ese  th ings  
a re  n o t c le a r to  m e , if  you  kn o w  it, th e n  s o m e o n e  te ll m e , o th e rw is e  
I w ill look it up  and get b a c k '(T E lln t2 -5 4 )
ACCEPTING N EW  TECHNOLOGIES
'Yes, I c lea r it up. T h a t is w h y  w ith  a m ob ile  o r in te rn e t you can solve 
th e  p ro b lem  im m e d ia te ly . A n d , I also do  a n o th e r th in g . .. my 
s tu den ts  a re  ex p erts , I ask th e m  to  look it up im m e d ia te ly  on th e  
in te rn e t. A t th e  sam e t im e , in class I ask th e m  to  look it up, fee d  it in 
and  find  it on th e  in te rn e t and  th e n  I exp la in  it. M y  ch ildren  su p p o rt  
m e. I stop  th e  class and im m e d ia te ly  reso lve it. A lso, so m e tim es  I am  
n o t satisfied  w ith  th e  In te rn e t, th en  I look fo r  m o re  studies, o r  
consult and e x p e rt on  p h o ne , fro m  m y con tac ts  and  I c lear it up .'
INTERACTIVE
'You can see w h a t good ch ild ren  co m e to  o u r  in s titu te  and I conduct 
a lo t o f  discussions and m y class is a lw ays very  in te ra c tiv e , a lw ays, so 
I say th a t  th ese  things a re  n o t c lea r to  m e , if  you  kn o w  it, th en  
so m eone te ll m e , o th e rw is e  I w ill look it up and g e t back.'
R ETAINING CONTROL OF CLASS ACTIVITIES A N D  C O N TEN T
T h e  classes w e re  te a c h e r led fu ll o f ac tiv ities  p la nn e d  by th e  tea ch er.
S tu d en t au to n o m y  w as low . The TE had th e  correc t answ ers.
LEARNER-CENTRED EDUCATION
By le arn e r ce n tred  w e  m e an ..like  fo r  o u r s tu d en ts , th is  
is a le a rn e r ce n tre . They are learn ing  h e re  so th is is a 
le a rn e r ce n tre . And fo r  th e  p ara -te ac h ers , th e  Block is 
th e  le a rn e r ce n tre . T h ey have to  c o m e th e re  (fo r  
learn ing)
Learning sta nd a rd  is le a rn e r c e n tre d . O th e r  th an  th is, 
th en  I d o n 't kn o w  (sounding  a litt le  on ed g e ) I f  it is 
so m e th in g  else th en  I d o n 't  know . For us le a rn e r  
ce n tre  is w h e re  th e  child w ill learn.
Is le a rn e r c e n tre  and ch ild -c en tre  sa m e th ing?  Sam e  
th ing . I th in k  th e re  is n o t d iffe ren c e  b e tw e e n  th e  tw o .  
Child ce n tre  and  le arn e r ce n tre  is th e  sa m e th ing. 
D epend ing  on th e  in te ra c tio n , how  m uch w e  m a ke  
th e m  ac tive  in class, w e  w ill un d ers ta n d  th e m  b e tte r , 
w h a t  th e y  w a n t  to  kn o w . The a m o u n t w e  tak e  
questions fro m  th e m , in accordance w e  w ill fu lfill 
th e m . This is th e  best w ay.
Yes, w ith  questions w e  can u n ders tand  ho w  to  dea l 
w ith  w h ich  level o f s tu d en t.
For sm all ch ild ren  it w ill be a little  d if fe re n t. For an  
o ld e r s tu d e n t...fo r a sm all child  w e  w ill have to  m a ke  
such a th in g ...th a t he w ill w o rk  on it a b it, s e lf-lea rn in g  
m a te ria ls  w ill have to  be handed to  th e  ch ild , 
accord ing  to  m e n ta l level. B ecause (th e  ch ild ) w ith  
high m e n ta l level has ve ry  fas t learn ing , b u t th e  one  
w ith  less (in te llige n ce ) w e  have to  re ad y m a te ria l 
d iffe re n tly  fo r  him ,
INTERACTIVE LECTURE 
Class ob se rva tio n  1 
C onsisted  o f 11  closed  
q uestions , 7  op en  e n d e d  
q uestions , 7  stu d en t's  
responses, 6 co rra lled  
a n sw ers, 3  sets o f  app lause  
fro m  th e  class m ostly  fo r  an  
a n s w e r w e ll-a rt ic u la te d , 3 
in v ita tio n s to  in te ra c t fro m  
th e  TE, 7 paragraphs o f 
lectu res w ith  26  rh e to ric a l 
questions fo r  w h ic h  no  
answ ers w e re  re qu ired .
Class o b se rva tio n  2 
Less in te ra c tiv e  
TE t ire d
Closed questions and  
co rra lled  answ ers w e re  th e  
s a m e 6
R heto rica l q u estions 2 8  in 
5 -7  paragraphs o f  lectu res .
M E TH O D S  OF TEA C H IN G
Lecture
G ro u p  w o rk
Discussion
Field w o rk
P ro jec t w o rk
P e er ev alu atio n s
T e a m  pres en ta tio n s
D e b a te
G ro u p  p res en ta tio n s  
In d iv id u al p res en ta tio n s  
Class tea ch in g  
P ractice tea ch in g  
M e n to rin g  
Fac ilita tion
P a rtic ipa to ry  m e th o d s
G ROUP W ORK
2 0  groups o f 10 p eo p le  each . 
T h ey  are g iven a top ic  each to  
w o rk  on fro m  various subjects .
A te a m  le a d e r is a p p o in te d . He 
ensures th a t  th e  w o rk  is do n e. 
T h e  team s a re  g iven 8  days and  
th e n  th e y  sit in groups and  
p res en t to  each o th e r  e .g . A to  B 
and B to  C and  C to  D. D uring  
th e  group discussion, each  
g roup  gets questions on th e ir  
topics fro m  th e  o th e r  g ro u p , to  
w hic h  th ey  have to  a n s w e r. If  a 
group  has n o t p rep a red  
questions, th e y  pass. S tuden ts  
ask questions a b o u t th e  to p ic  
th e y  p resen ted  to  th e  au d ie n ce . 
All th e  topics are  fro m  th e  
syllabus. T h e  au d ie n ce cr itiq ue  
th e  students w h o  tea ch  th e ir  
to p ic , show pres en ta tio n s , 
d e m o n s tra te , e tc . w ith  TLM s, 
an d  so on.
PRACTICE A N D  IN-CLASS 
TEACHING
Padha Yojna pusticka w ith  
planned  lesson plans  
T h e  local te a c h e r  in th e  p rac tice  
school is tra in e d  to  fill in th e  
S a m olochna Pustika.
P sycholog ical
P edagogy o f le a rn e r-c e n tre d  
teach ing , in te ra c tiv e  le c tu re ,  
language, respect
W HITE B O A RD
Th e TE used th e  w h ite  b oard  in bo th  classes to  illu s tra te  concepts. 
T h ey  could  not be d ec ip h ere d  by m o re  th a n  h a lf  th e  class, sitting  
beyond h a lfw a y  p o in t.
PO W ER  PO IN T PRESENTATION
Th e  TE to o k  help  to  c re a te  a p o w e r p o in t p re s e n ta tio n  in class. The  
person to  help  h e r  p ro je c t it w as n o t in class. S o m e o n e  else w h o  w as  
to  do  th e  jo b  could n o t-h e  struggled  w ith  it  th e  e n t ire  d u ra tio n  o f  
second class o b se rve d , w ith  screen  changing up fro n t  in th e  class, 
dis tracting  a tte n tio n  a w a y  fro m  th e  TE's le c tu re  an d  class ac tiv ities .
M IC R O PH O N ES and  A M B IE N T  SO U N D
Th e TE has to  speak th ro ug h  a m ic ro p h on e  o th e rw is e  th e  stu d en ts  
beyond  row  5 ca n n o t h e a r h e r  c lea rly . Th e  s tu d en ts  co m e up to  th e  
m ic ro p h on e  to  speak in to  it so th a t  th e  rest o f  th e  class can h ea r  
th e m .
T h e  ce iling fans add  to  th e  a m b ie n t c ity  sounds. T h e  w a lls  and  
w in d o w s  are  h ard , bouncing th e  sound  o f f  th e ir  hard  surfaces.
CLASS SIZE A N D  N U M B E R  OF C O H O R T
The classroom  size is 2 8 'x 5 6 ' (a p p ro x ..)  packed w ith  1 6 0  + s tu d en ts , 
w ith  a b o u t 8 0  girls an d  8 0  boys sitting  in tw o  a lm o s t d is tinc t row s. 
Th e  ro o m  has tw o  co lum ns o f  chairs w ith  row s o f  8  chairs sticking to  
each o th e r. T h ere  is a c e n tra l passage and  no  space b e tw e e n  th e  
chairs and  th e  w a lls  o f  th e  room .
It is d ifficu lt to  hold an  in te ra c tiv e  class in a classroom  o f  th is size 
and n u m b e r o f  s tu d en ts . T h e  te a c h e r m oves d o w n  fro m  th e  tea ch in g  
p la tfo rm  do w n  th e  aisle w ith  a m ic ro p h o n e  try in g  to  reach  all th e  
stu d en ts  fro m  th e  aisle.
M a te r ia l
Class size, n u m b e r o f  
studen ts  in th e  co h o rt, 
w o rk in g  e q u ip m e n t
FACILITIES FOR H A N D O U TS, ETC.
Photo cop ies
P re se n ta tio n s , e tc .
TEACHER EDUCATOR'S
CONCEPTION OF GOOD
TEACHING
How does the DIET influence 
tjhe TE's learner-centredness?
Com munity and its role
Learners, pee rs , o th e rT E s , SCERT
SATISFACTION W ITH  TEA C H IN G  
W h e n  I am  m aking  it so 
in te ra c tiv e , b u t if  it  is m o re  
co n te n t based a TLM  w ill be 
used. I am  satisfied w ith  my  
tea ch in g . I d o n 't  see it lacking. I 
am  s a t is f ie d .'
STU D EN T SELECTION  
G ra d u ates  on m e rit  
ad m itte d .
M o s t s tu d en ts  a re  M T ech ,  
BTech, M B A , BBA, F inance, 
Science s tu d en ts . M a n y  fro m  
English m e d iu m  schools. 6 th 
pay com m ission has raised  
te a c h e r sa laries. Lack o f  
tea ch ers  ensures a sure  jo b  
to  all th os e  w h o  m a k e  it 
th ro ug h  th e  TET  
ex a m in a tio n . Th is m akes it an 
attra c tiv e  ste pp ing  s to n e  to  
f irs t p re fe re n c e  jobs in fields  
o f  specia liza tion  o f  th e  
te a c h e r -s tu d e n ts  b e fo re  th e y  
gained  adm iss ion  in th e  BTC 
pro g ra m m e . T h e  TEs 
e s tim a te  th a t  30 -4 0 %  
stu d en ts  are  n o t in te re s te d  
in b ecom ing  tea c h e rs .
T h e re  is no  e n tra n c e  o r  
ap titu d e  te s t.
LO W  PRIORITY TO CLASSES 
'W h e n  classes a re  missed  
because o f  fie ld  w o rk  like 
m e n to rin g  B lock level 
tea ch ers , th e  classes are  
m issed. S tu d en ts  are  
ex p ec te d  to  m a k e  th e m  up 
on th e ir  o w n .'
M A N D A TO R Y  ATTEN DA N C E  
90 %  a tte n d a n c e  is 
m a n d a to ry . You fa il. You  
ca n n o t a p p e a r in th e  
e x a m in a tio n .... P rincipal does  
n o t le t you  a p p e a r. 90 % , 10%  
re lax a tio n .
...y o u r a tte n d a n c e  w a s sh ort, 
you  d id  n o t a p p e a r fo r  on e  
se m e s te r. In th e  nex t 
se m e s te r  you  had full 
a tte n d a n c e , yo u  have to  
m a ke up y o u r a tte n d a n c e ,  
w ith  fu ll a tte n d a n c e  yo u  can 
give y o u r p a p e r as a 'back  
p ap e r'. T h e n  in o n e  y e a r  you  
have to  c lea r tw o  se m esters  
to g e th e r. This is m o re  
difficu lt. It  is ju s t like a 
p u n ish m e n t. N o b od y  w a n t  
th is.
4  tim es  a day: 1 0 :0 0  a m , 1 :2 0  
pm , b e fo re  lunch, 2 :0 0  pm  
a f te r  lunch, 4 :3 0  a f te r  class.
CRITICAL EVALUATION  
'Yes, m arks . Th ey  a re  d o n e  
seriously. The Principal sees 
th e m . Th e  w h o le  te a m  sits. 
All th e  s ta ff  is th e re . M ark s  
are  sen t o n , 10 0  m arks fo r  
in te rn a ls .'
FACULTY R EC R U ITM E N T  
M o s t te a c h e r edu c ato rs  (fu ll 
n u m b e r) w e re  secondary  
school tea ch ers  w h o  had  
b ee n  ap p o in te d  to  th e  D IET  
to  b ec o m e te a c h e r  
ed ucato rs .
TE1: 17 years  as a secondary  
school te a c h e r , p ro m o te d  to  
being  a L ec tu re r w h e n  she 
jo in e d  th e  DIET. 16  years as 
TE.
SCHEDULING
T im e  tab le s  a re  d ra w n  up.
TEs s e em  to  be g e ttin g  m any  
u n sc hedu led  ac tiv ities , 
e .g . 'You co m e in th e  day  
th in kin g  yo u  d o n 't  have  
m uch  to  do  to d a y  on ly  to  
d iscover th a t  you  are  
carry ing  w o rk  h o m e! Too  
m uch w o rk !'
'Lucknow  is n o t a good place 
to  co m e  to . It  is on ly  good  fo r  
th os e w h o  o n ly  w a n t  to  
w o rk .'
I d o n 't  k n o w  w h e re  w e  w ill 
g e t th e  resources (Princ ipal)
TE D EVE LO PM EN T  
TE1 had c o m p le te d  h e rM E d .  
In 1 9 9 6 , th ro ug h  d is tance  
learn ing . M E d .T h e T E h a d  
learned  fro m  ex p erien c e  
w h a t  w a s  in p art co v ere d  by 
th e  M E d . She le arn e d  a b o u t  
global e d u c a tio n  system s, 
d iffe re n t kinds o f  research , 
ab ility  to  w rite .
JACK OF ALL TRADES 
TEs a re  e x p e c te d  to  tea ch  
any su b je c t assigned to  th e m  
th o u g h  th e  a t te m p t  and  
in te n tio n  is to  g ive each  
fa c u lty  a class in keep ing  w ith  
h e r a rea  o f  sp e cia lization .
ACTIVITY
Learner-centred teaching
OTHER W O R K
A. P re -te a c h e r tra in ing :
1. T ra in in g  o f  para  tea ch ers  in
BTC: TE1 had responsib ility  o f  
Lucknow .
6 9 2  p ara -te a c h e rs  in Batch 2 0 1 1 -2 0 1 3  
1 1 4 6  p ara -te a c h e rs  in Batch 2 0 1 2 -1 4  
129 p ara -te a c h e rs  in Batch 2 0 1 3 -1 5
2. T w o  re g u la r BTC batches (4 0 0
stu d en ts
B. In -serv ice  tra in ing :
P rim ary an d  ju n io r  leve l te a c h e r based  
in in d iv idual needs re fre s h e r courses  
and  policy re la te d  courses like RTI, e tc . 
M e n to rin g  o f  Block tea ch ers
C G o v e rn m e n t Schem es p ro p ag a tio n  
R esearch, b aseline surveys,
W o r ld  B ank research  pro jects  
Local p ro jects  fro m  D M 's  o ffic e
D S u s ta inab ility  w o rk  fo r  D IET  
Tran s la tio n s , q u es tio n n a ire s , tra in ings
E. Resource person a t S ta te  leve l fo r  a 
p a rtic u la r sub ject.
F. C onducting  tra in ing s
G. D ev elo p in g  m o d u les and  curricu la  a t  
th e  s ta te  level.
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